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Abstract 
 
The potential benefits of undergraduate students studying abroad as part of a 
degree program have long been touted as central to the social and strategic goals of 
governments and more recently to an increasing number of universities in the three 
national case-sites selected for this project – Australia, the United Kingdom and the 
United States.  Yet, despite the rhetoric, research consistently indicates each year that 
only a small percentage of the undergraduate student populations in each of the three 
national case-sites participate in study abroad programs.   
Given that ‘study abroad’ is often considered a central aspect of the 
“internationalisation” model projected by many universities, the thesis’ conceptual 
framework considers the provision and delivery of study abroad programs as a form 
of experiential learning (Dewey, 1963) focused on the development of cross-cultural 
and intercultural understanding.  In particular, the thesis suggests that to meet this 
goal, study abroad programs operate according to institutional social/cultural, 
political, academic and economic rationales (de Wit, 1995; Knight & de Wit, 1997, 
1999).  Why study abroad programs attract such low student participation rates in 
light of these influential factors forms the focus of the inquiry contained herein.   
This thesis presents a survey of successive government-assisted campaigns, 
field/academic literature and an ethnography of the experiences of study abroad 
professionals selected from universities in the three national case-sites who manage 
or operate study abroad programs.  Applying a qualitative interpretivist 
methodology, the experiences reflect observations from the researcher’s professional 
field notes and narratives derived from semi-structured interviews.  Extant research 
largely explores study abroad programs from the perspectives of senior 
administrative and/or academic staff or students.  Therefore this thesis is the first to 
add comparative practitioner-based knowledge to the literature and aims to introduce 
cohesive collaborative methods to increase study abroad participation rates in and 
beyond the three national case-sites.   
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Chapter 1 
Introduction 
 
1.0 Mapping the Context 
This chapter maps the context of the project by charting its foundation and 
development.  Firstly the Definitional Considerations (Section 1.1) establish the 
boundary within which the research inquiry is situated.  Section 1.2 (The 
Development of Study Abroad Programs) briefly describes the change in the way 
study abroad placements are arranged from an earlier materialisation to current 
practice.  Section 1.3 (Background to the Research) presents my personal academic 
and professional experiences (see Experiences 1-4) which form the background to 
the project’s development and completion, with the research problem identified in 
Experience 1 and observed in Experiences 2, 3 and 4.  This Section (1.3) includes the 
rationale for the selection of the three national research case-sites and participants.  
Section 1.4 (Theoretical Framework) explains that the project’s theoretical 
framework is informed by the work of Angela Passarelli and David Kolb (2012) on 
Experiential Learning Theory (ELT).  This theory has been applied to this project 
because it places an emphasis on experience in the acquisition and transformation of 
knowledge.  ELT also impacts the formation of the Research Questions (Section 1.5) 
and the Methodological Framework (Section 1.6) with the latter outlining the 
rationale for selecting a qualitative methodology which enabled participants to give 
voice to their experience.  This penultimate Section also outlines the impact of the 
methodology on the contents of the following chapters.  Lastly, the Significance of 
the Project and its methodology is discussed in Section 1.7. 
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1.1 Definitional Considerations 
1.1.1  Study Abroad 
The term ‘study abroad’ applies either to undergraduate students studying in a 
foreign country for the entirety of a degree program, or studying overseas for a 
shorter set period during the course of a degree program.  Consequently, ‘study 
abroad’ is a widely varying concept which is applied idiosyncratically across the 
international higher education landscape.  With this consideration in mind, 
Grünzweig, and Rinehart (1998) note that some confusion has arisen in the literature    
“over the past two decades, [because] the field of international academic 
exchange and study abroad has become a curious hybrid between an academic 
discipline and a professional practice whose discourse is often characterized by 
the repetition of unquestioned dogmas and the use of inadequately defined 
terms” (p. 42).  
Accordingly, for the purposes of this thesis, the term ‘study abroad’1 refers to 
students who directly enrol in courses at an overseas university for one or two 
semesters as part of an undergraduate degree, in accordance with a partnership 
agreement between the students’ home university and an international  partner 
university that is co-administered by study abroad professionals at the respective 
universities.  Vande Berg, Connor-Linton and Paige (2009) describe this placement 
arrangement as “direct enrollment programs” (p.5).  With students being granted 
academic credit toward an undergraduate degree as one anticipated outcome, this 
group of study abroad students have been defined as “credit mobility” students 
(King, Findlay & Ahrens, 2010, p.2).  In contrast, international students who study at 
an overseas university for the entire duration of an undergraduate degree are often 
termed “diploma mobility” students (King, Findlay & Ahrens, 2010, p.2).  The 
distinction is important to this project because the term ‘study abroad’ often appears 
in the academic and field literature with no means to distinguish which group of 
students is under discussion.  This situation can lead to the confusion which 
Grünzweig and Rinehart (1998) report on.  Furthermore, in the literature the term 
'study abroad’ is more often cited in connection with “diploma mobility” students 
than “credit mobility” students.  To explain the prevalence, in view of government 
                                               
1  Some scholars apply the term ‘Learning Abroad’ (Brustein, 2007; Vande Berg, Connor-Linton and   
    Paige, 2009;  Passarelli and Kolb, 2012; Vande Berg, Paige and Lou, 2012; Potts, 2015;   
    Gribble and Tran, 2016).  
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cuts to higher education funding overall the recruitment of inbound “diploma 
mobility” students has become a lucrative business commodity with universities (at 
least in the western world) competing to attract international students, because of the 
significant funds to be gained from the higher tuition rate universities charge to this 
group of students.
2
    
In the Southern Hemisphere “credit mobility” study abroad students are often 
referred to as “exchange” students (Bakalis & Joiner, 2004; Daly, 2007; Daly & 
Barker, 2010; Doyle et al, 2010).  The application of the term “exchange” to “credit 
mobility” students is of two-fold significance to this project.  Firstly, it emphasises 
that outbound “credit mobility” students typically continue to pay tuition fees to their 
home university during the study abroad placement, as opposed to paying the higher 
international tuition fees that inbound “diploma mobility” students pay for the 
duration of a degree program at an overseas university.  This position reflects the 
view (Grünzweig & Rinehart, 1998) that “the field of international academic 
exchange and study abroad” (p.12) is synonymous.3   Secondly, the term ‘exchange’ 
can be misleading given that it implies universities must adhere to reciprocity in 
terms of inbound and outbound student numbers which are often stated in partnership 
agreements.  My professional observation of the difference between study abroad 
processes and practices in this area is one issue which has driven this project.
4
  
Consequently, the term ‘study abroad’ in this project will apply to “credit 
mobility/exchange” students – that is, students who study abroad and enrol directly 
into classes for a minimum of one semester at an international university which has a 
study abroad partnership agreement with the students’ home university, (often with 
scant attention paid to reciprocity by study abroad professionals).
5
  
 
1.1.2  Study Abroad Professionals 
This project sought input and views from a group of study abroad professionals 
(n=10) who are employed by selected universities within the three national case-sites 
selected for this study – Australia, the United Kingdom and the United States.  In this 
project, a study abroad professional holds a variety of responsibilities related either 
to the management or operation of study abroad programs, typically including, but 
                                               
2  For a full discussion see Chapter 2 – Literature Review. 
3  Excepting for students who study abroad on a user-pays basis, as discussed above. 
4  See Section 1.3 in this chapter for further details. 
5  For a full discussion on this topic see Chapter 4 – Research Findings. 
4 
 
not limited to, liaising with existing and potential international partner universities, 
promoting study abroad programs across a range of academic and socio-cultural 
platforms within the university community via a variety of in-person or electronic 
channels (i.e. classroom presentations, study abroad fairs, information sessions, New 
Student Orientation and social media) and advising students.  Awareness of the 
variety of marketing options is provided by my position as a study abroad 
professional and researcher.
6
 
The study abroad professionals interviewed for this project each held extensive 
experience, typically within defined departments/sections dedicated to study abroad 
programming at their respective universities. The focus of the interviews was to gain 
a sense of what it meant to practice as a study abroad professional, and how it was 
that each interviewee viewed the profession; including the position of study abroad 
within their university to ascertain the level of support for study abroad programs at 
individual case-site universities. Further details on the participant selection, the 
interview process and analysis of the interview data are provided in Chapters 3 and 4.   
The interview material provided a comprehensive sense of how study abroad 
programs are presented and documentary material (i.e. brochures, flyers and similar 
marketing material, policy and procedure documentation)
7
 from universities located 
in the national case-sites offered insights into the study abroad lexis.  In this way, 
analysis of the interview data provided a detailed view of the practitioners’ 
experience against which the rhetoric on study abroad could be compared and 
contrasted via analysis of the documentary material.  
As a study abroad professional with almost a decade of experience, my status 
as an ‘insider’ researcher − a professional who is familiar with the intricacies of 
study abroad programming − are, I hope, evident throughout the thesis.  I offer 
further consideration of my role as ‘insider researcher’ in Chapter 3 and at various 
points in the analysis in Chapter 4 my experience is offered via key illustrations to 
further nuance and define points drawn from the wider dataset. 
 
  
                                               
6  See Section 1.3 in this chapter for further details.    
7  That the latter documents were not in evidence at each case-site is one indication of the variance in  
    universities’ attitudes to study abroad.     
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1.2 The Development of Study Abroad Programs 
Tracing the history of study abroad placements, Ridder-Symoens (1991) notes 
that, although students began studying abroad before the twelfth century, the practice 
became more common during this period.  In the twelfth century, the students’ 
choice of international host university was far more limited because it was mostly 
determined by a scholar referring a student to study under the supervision of an 
international scholar on an ad hoc basis.   The procurement of study abroad 
placements for more than one student has greatly expanded at a university-to-
university level worldwide with many universities entering into study abroad 
agreements with several international partner universities; often formalised by a 
Memoranda of Understanding (MoU) which details the terms by which the “credit 
mobility/exchange” agreement is to proceed and through which ancillary concerns, 
including the visibility and representation of the respective universities, are 
promoted.   
This arrangement stands in marked contrast to the ‘industry’ of study abroad 
programming which is currently practiced at many universities (particularly in the 
United States) through the creation of study abroad programs on a user-pays basis, or 
affiliations made with an increasing number of external third-party study abroad 
program providers to widen students’ options beyond those offered via partnership 
agreements with international universities.  The escalation in study abroad program 
options has led to the opinion that the “international education landscape [is] made 
ever more complex by choices in program focus, destination, duration, participant 
preparation and ideal outcome” (Engle & Engle, 2003, p.2).    
The emergence of study abroad programs as an ‘industry’, at least at 
universities which operate a user-pays model, together with the growing number of 
external third-party study abroad program providers has had a critical impact on the 
development of this project because the ‘industry’ model is the antithesis of the 
historical study abroad practice whereby the exchange of scholar-student knowledge 
was the ‘currency’.   The contrast between the ‘industry’ and the former non-
commercial study abroad model is highlighted by the view (McCabe, 2001) that  
  
6 
 
“it would appear that some study abroad programs continue to hold the belief 
that cross-cultural understanding of norms, rules, and language … should form 
the basis of the development of overseas programs.  However, the process itself 
seems to have been relegated to the memory of traditional education abroad… 
in which students were encouraged to live in a host country for a year or longer 
to… fully absorb a specific culture” (p.140 emphasis added). 
In other words, universities which offer the study abroad ‘industry’ option “sell” 
programs on the basis that the desired outcomes outlined by McCabe (2001) can be 
evaluated as an integral part of the program.  This arrangement has provoked the 
consumerist opinion (Bolen, 2001) that “typically, like tourist packages, study abroad 
programs include arrangements for food, lodging, and visits to popular attractions in 
the country, and then add the educational components” (p.186).  Furthermore, the 
above statement (McCabe, 2001) suggests that ‘industry’ study abroad programs are 
more prevalent than “traditional” (p.140) study abroad placements – that is ‘non-
commercial’ study abroad arrangements which offer an opportunity for experiential 
learning on a “credit mobility/exchange basis” where knowledge exchange is the 
currency.
8
  Indeed, Hoffa (1993) stated that the traditional program (a junior year of 
language studies, humanities, and social sciences) is still dominant, but has given 
way to a greater variety in program duration, student profile, and academic and 
preprofessional course work.”(p.xv).  Over a decade  later, these observations raise 
the question of institutional perceptions of the ‘value’ of study abroad programs 
which are highly relevant to this project because Sutton (2013) notes that 
“international linkages are on the rise” (p.40).  Perhaps the increase of third-party 
providers seeking affiliation with universities prompted the Student Mobility Special 
Interest Group of the International Education Association of Australia (IEAA, 2015) 
to develop a guide to for universities to follow if a third-party provider affiliation 
agreement is sought or established.  Within higher education, the growth in the 
number of consortia between international networks of universities and international 
higher education associations is considered to be a reaction to globalisation and 
                                               
8   In Engle and Engle’s (2003) classification of study abroad programs (that range from Level 1 to  
     Level 5) the latter is the closest to the historical study abroad arrangement because it is described  
     as a “Cross-Cultural Immersion Program… [where students’ academic work is undertaken via]  
     “local norms, partial or complete direct enrolment” (Engle & Engle, 2003, p.11).  Yet Level 5 also  
      includes “Guided reflection on cultural experience… [such as] an “Orientation program,  
      mentoring, on-going orientation or course in cross-cultural perspectives, reflecting writing and  
      research” (p.11).  The latter may not always be offered to students at the host university.      
7 
 
cross-border trends in the provision of higher education (de Wit, 2002).  While the 
effects of globalisation will be discussed in detail in Chapter 2 (Section 2.1.1), the 
increase in the quantity of study abroad programs, international networking and/or 
the maintenance or creation of study abroad agreements between international 
partner universities again questions the extent to which the ‘value’ of study abroad 
programs is understood in the current competitive global economic environment 
which impels universities to build or uphold international academic reputations.      
This project concurs with the opinion that “study abroad is… an opportunity 
for transformation since it allows the student to widen perceptions, challenge norms 
and rework personal characteristics and attitudes” (Ellwood, 2011, p.960) for 
students who participate in either ‘industry’ or ‘non-commercial’ study abroad 
programs, whilst also being a potential funding source for universities that offer the 
‘industry’ option.  Thus, this project accepts that study abroad is not only an 
‘opportunity’ at the personal and academic level as a form of experiential learning 
for the individual student, but equally for the university as an institution and at a 
higher level, national governments.  Consequently, this thesis explores study abroad 
on a “credit mobility/exchange” (‘non-commercial’) basis, by reviewing institutional 
motivations for promoting study abroad programs via a critical survey of 
government, industry and field/university study abroad literature, in conjunction with 
in-depth interview data sourced from study abroad professionals in selected 
universities located in the three national case-sites noted above.  The intention is to 
map an understanding of not only how study abroad programs are presented, but how 
they are administered and for what purposes. 
 
1.3  Background to the Research Problem 
A central research problem emerged to frame this project: viz typically 
students do not participate in study abroad programs, even though universities often 
endorse the view that studying abroad is a valuable undergraduate experience.  This 
conundrum presented itself as part of my own experience and drove the earliest 
provocation to undertake this project.  Consequently, the framework to explore the 
research problem is founded on personal field-based experience in the form of a 
learning cycle
9
 (Kolb, 1984) that I have completed − including as a study abroad 
                                               
9  See Section 1.4.1 for a full discussion of the Learning Cycle. 
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professional and, as this thesis represents, a doctoral candidate, as outlined below in 
Experiences 1-4.  To illustrate the critical influence of each experience on the next, 
because the research problem was identified during Experience 1 and continuously 
observed during each subsequent experience, I developed a Learning Experience 
Radial (LER) Model (see Figure 1 below). The LER Model explains that  
 
 
 
Figure 1: Learning Experience Radial (LER) Model (1) 
 
Experience 1 is the catalyst for Experience 2, Experience 3 is dependent on 
Experience 2 and Experience 4 has resulted from Experience 3 because progression 
to the next ‘experience’ is wholly dependent on the former.    
While the research problem focused the development and deployment of the 
Learning Experience Radial (LER), my own experiences of study abroad programs 
within universities in two of the national case-sites further nuanced this problem, as 
follows: 
Experience 1 – Four years after moving to Australia from England to marry my 
Australian husband, in 2001 I enrolled in an undergraduate degree part-time as a 
mature student at a major Australian university where I already worked full-time in 
student administration.  Initially an international student, I became a dual 
British/Australian citizen in 2002.  In 2004, in order to study full-time for one 
Experience 
4  
Experience  
3 
Experience  
2 
Experience 
1 
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semester and gain a new learning perspective, I resigned from my job and applied to 
study abroad at a university in the United States on a J1 student exchange visa.
10
   
Experience 2 – In 2004 I worked part-time as Student Assistant to the Study 
Abroad Advisor at a university in the United States while I completed a study abroad 
placement at the same university for one semester.      
Experience 3 – In 2007 (almost three years after I had returned to Australia, 
been awarded my undergraduate degree and commenced an Honours degree), I 
returned to the United States to work full-time as the Study Abroad Advisor at the 
university where I had completed my study abroad placement.  I applied for the 
position after the previous post-holder emailed me to announce her promotion.  I was 
interviewed twice; firstly on the telephone and secondly via video and applied for an 
E3 work visa (granted to Australian citizens providing the job offer is obtained prior 
to arriving in the United States).  I held this position from 2007 – 2016 when I 
moved back to England.
11
   
Experience 4 – I have been a part-time distance learning student enrolled in a 
Doctor of Education online degree at an Australian university since 2012 (while 
continuing to work full-time as a study abroad professional at the university in the 
United States until 2016 when I moved back to England, where I work part-time at a 
study abroad centre for American students (at the time of writing).
12
  
All of these individual and combined experiences have provided me with first-
hand insights (albeit in terms of the idiosyncrasies and bureaucracies of the 
individual universities within which I either studied or was employed) into the 
operations of study abroad programs in two of the national settings selected for this 
project.  As I was a British citizen for three decades before I moved to Australia and 
became a dual British/Australian citizen (as noted above) and now live in England 
again at the close of writing this thesis, this connection establishes my rationale in 
selecting the United Kingdom as the third national setting.  However, I acknowledge 
that study abroad programs exist in many countries and national settings.  
Accordingly, it is due to my personal insights and extant documentation I have 
access to via contact with study abroad professionals located in the three national 
                                               
10  I applied for study leave, but the university denied my request. I paid international student fees  
 for one academic year prior to becoming a dual British/Australian citizen.   
11  See Chapter 4 – Research Findings for a full account of Experience 3.   
12  See Appendix I for a summary of Experiences 1-4. 
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case-sites, which accounts for the setting of this project within these geographic 
boundaries. 
 
1.3.1  Experience 1 
The primary research question “why don’t more undergraduate students study 
abroad?” first arose when I was an undergraduate Bachelor of Arts student at a major 
Australian university.  I recall a particular turning point in my own understanding of 
study abroad placements when I attended a mandatory pre-departure session held by 
the university for all students who had been accepted to study abroad.  To explain, 
when I first decided to apply to study abroad, I discussed the idea with several 
classmates who followed my lead and also researched options with staff in the 
university’s study abroad office and even began the application process.  However, 
only one classmate was present at the pre-departure session and because I was aware 
of the study abroad office’s efforts to promote the experience and advise students 
throughout the application process, I expected far more students overall to attend.  I 
recall making this observation to my classmate at the pre-departure session and we 
discussed the personal and academic obstacles that we had both had to overcome to 
date.
13
    
1.3.2  Experience 2 
When I attended the mandatory orientation session for inbound study abroad 
students at the university in the United States, I again observed that few students 
were present.  During a session break, I chatted with some of the other study abroad 
students about the personal and academic obstacles that we had encountered in the 
study abroad application process at our respective universities.  After the session, I 
had to complete immigration paperwork to finalise my status as a J1 exchange 
student in the department where the study abroad office was also located and I 
relayed my conversation with the other study abroad students to the staff member 
who processed my documents.  I also mentioned that I had worked in student 
administration at an Australian university.  The staff member asked if I was 
interested in a part-time position promoting study abroad to students.  Answering in 
the affirmative, the staff member invited me to return to the office the next day to 
                                               
13  See Chapter 4, Section 4.2.1 i, Section 4.2.3 i and Section 4.2.3 ii for details of my experience. 
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meet with the Study Abroad Advisor.  Following our meeting I was offered the 
position of Study Abroad Assistant which primarily involved delivering classroom 
presentations and study abroad information sessions.  I recall that during the 
presentations of information sessions, because of my British accent, a lot of students 
would tell me that they wanted to study abroad in the country that I come from.  In 
these cases, I told students that they had two choices as I had a British and an 
Australian passport.
14
  Given that Australia (as a Commonwealth country) follows 
the British education system, the Study Abroad Advisor often asked me to sit in on  
advisement sessions with students either bound for or interested in studying in 
Australia or the United Kingdom so that I could answer the students’ questions in 
detail.  Having also travelled extensively in Europe, I sat in on advisement sessions 
with students interested in studying abroad in European countries too and provided 
practical information.  I hoped that sharing my experience of applying to study 
abroad and providing information would enable students to follow through from 
making an initial inquiry to undertaking a study abroad placement.   
After I returned to the university in Australia to complete my degree at the 
termination of the study abroad placement, the study abroad office invited me, as an 
alumna of the program, to be a study abroad advisor at the next study abroad pre-
departure session and again, I noted that student attendance was low.   
These observations provided me with an early indication that information on 
study abroad programs is experienced in distinct ways by individual students, despite 
advice from study abroad professionals being tailored to each student’s individual 
inquiries (ranging from academic to practical information).    
 
1.3.3  Experience 3 
As a study abroad professional, the primary research question became more 
pressing because, during the nine years of my employment, I became increasingly 
aware of the disparity between the percentage of students who inquired about 
studying abroad and those who departed.  I obtained accurate statistics on attendance 
at study abroad information sessions via an online survey linked to a marketing tool I  
  
                                               
14  Of course I informed students about all of the partner universities that the university had  
  international partnership agreements with. 
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designed in the form of a booklet entitled ‘Passport to Success’ (Appendix II).15   My 
annual review of the statistics consistently indicated that there was considerable 
disparity between the quantity of students who attended a study abroad information 
session and the final number I submitted annually into the Institute of International 
Education (IIE) online survey.
16
       
As part of my duties I attended an annual Coordinators’ workshop with study 
abroad professionals from the network of other university campuses across the State.  
To explain the network’s structure, each university campus has its own President, but 
a single Chancellor has executive oversight of the university campuses.   The 
Coordinators’ workshop was arranged by a Central Office located within the 
Chancellor’s office.17  It is this Central Office which has established partnerships 
with selected universities in particular academic disciplines in eighteen countries and 
which mandates that students must study abroad for a full academic year and meet 
strict eligibility criteria.  As such, the management and operation of the partnership 
arrangements, student selection and allocation process is the Central Office’s 
responsibility.  Study abroad professionals at each university campus promote study 
abroad, advise, interview and evaluate students.  It was through discussions with 
study abroad professionals at the Coordinators’ workshops that I became aware of 
the variations in which study abroad placements are practiced at each university 
campus, despite each falling under the remit of the Chancellor.  Researching the 
topic, I learned that the Chancellor had issued an executive order outlining the 
parameters within which each university campus can choose to manage and operate 
study abroad programs.  The key word is “choose” and the fact that the approach to 
and support for study abroad programs differs greatly at the university campuses is a 
key feature which prompted the development of the project, largely because it 
highlights that how study abroad is implemented is a matter of choice at the 
university level. To explain further, in discussions with study abroad professionals at 
one of the university campuses that participated in this project (US 1), I learned that 
students are offered a range of study abroad programs beyond those facilitated by the 
                                               
15   Appendix II features the front cover only as the ‘Passport to Success’ contains several pages.  For  
 further details on the Passport to Success survey see Chapter 3, Section 3.3.1. 
16   See later in this Section for a fuller discussion on the IIE survey (p.14).    
17  Referred to as the Central Office throughout this thesis. 
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Central Office.
 18
  In contrast, at the university campus I worked at (US 2), the study 
abroad program managed by the Central Office was the primary option because the 
alternatives offered by the university were largely limited to less than five bilateral  
agreements with specific academic departments at other international universities.
19
  
My experience of the impact of these limitations on students’ participation is a key 
driver of this project because it points to a need for support for outbound “credit 
mobility/exchange” to occur from within the university, particularly at the 
leadership level (as noted by Aylmer, 2012), in order to expand study abroad 
program options and hence participation rates.
20
   
At the annual Coordinators’ workshop, despite the variety of study abroad 
options offered by some university campuses, the question “Why don’t more 
students study abroad?” was repeatedly asked and methods to increase participation 
rates were discussed.  However, although the value and benefits of study abroad 
programs are understood at the institutional level in theory, the discussions with 
study abroad professionals indicated that commitment to study abroad is ad hoc in 
practice across institutions at the leadership level.    
As a further part of my duties, I attended annual Town Hall meetings organised 
by study abroad offices at other universities across the State.  Of particular interest to 
the current project is that both study abroad professionals employed by universities 
and representatives of external third-party study abroad program providers were 
present.
21
  Furthermore, proposals to increase study abroad participation rates at each 
attendees’ university or organisation was the key topic at each meeting, resulting in 
discussions which centred on prohibiting factors and methods to counteract them. 
Beyond discussions at the State level and via membership of two not-for-profit  
  
                                               
18   The variance is discussed in detail in the data relating to US 1 and US 2 in Chapter 4 – Research 
  Findings. 
19   The university had also signed several Memoranda of Understanding agreements (MOU) with  
 international universities which were administered by a limited number of academic  
 departments.  Yet, in my nine year employment, I only recall being informed of two students’  
 participation in a study abroad program associated with an MOU. 
20   For further discussion on this topic see Chapters 4 and 5.  In contrast. US 2consistently  
 featured in the top 3 among the state-wide university campuses for recruiting inbound “diploma  
 mobility” students in the annual Institute of International Education (IIE) ‘Open Doors’ report,  
 which reflects the university’s focus on attracting this group of students.  See p.14 for more details  
 on the ‘Open Doors’ report. 
21  See Chapter 2 for further discussion on third-party program providers. 
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associations − NAFSA (Association of International Educators)22 and the Institute of 
International Education (IIE) — I became aware of wider worldwide efforts in the 
field (shared with all members by electronic means) to increase study abroad 
participation rates in response to the associations’ concerns about consistently low 
student statistics.  In the United States, statistics are drawn from the ‘Open Doors 
Report’ produced by the International Institute of Education (IIE) that reflects study 
abroad data which myself and other study abroad professionals (if they are also IIE 
members)
23
 are invited to enter into an online survey annually.
24
   As a study abroad 
professional, I felt that the overall low study abroad statistics reported annually 
suggested that myself and other American study abroad professionals were not 
carrying out our duties satisfactorily, perhaps due to an inability to capture students’ 
interest in study abroad.  Yet, as attendance records for my study abroad information 
sessions and full daily schedule of one-to-one advising sessions attest, students’ 
interest in studying abroad is not in question because students are interested.  
Instead, the disparity in the statistics in relation to attendance at my information 
sessions compared to those I entered into IIE’s ‘Open Doors Report’ indicate that 
retention is the issue.
25
  Accordingly, the ‘disconnect’ that exists between 
government-supported study abroad campaigns and universities’ provision of, and 
student demand for, study abroad programs emerges as a fundamentally important 
research question for this project.   How universities come to provide and administer 
study abroad programs, particularly what level of information and support is 
available to enable students to progress from an initial study abroad inquiry to 
departure, stands as the central concern of this project. 
To expand on this latter point, after students had attended one of my study 
abroad information sessions I met each one on an individual basis to discuss studying 
abroad in detail.   Because the application process was online, I could track students’ 
progress.  When I noticed a student’s application had not progressed, I phoned to 
                                               
22  From 1964-1990 the acronym was National Association for Foreign Student Affairs  
    which illustrates that the initial focus was on inbound international students. However, “to reflect   
 the now well-established role of NAFSA members in all aspects of international education and  
 exchange, the name of the association was changed… [to] NAFSA:  Association of International  
 Educators.  The acronym was retained to reflect NAFSA's proud past and broad name recognition”    
 (www.nafsa.org).   
23  See Chapter 5 for further discussion on Association memberships. 
24  Appendix IV is adapted from the ‘Open Doors’ survey reminder I received from IIE in 2016. 
25  Statistics on attendance records were captured via the “Passport to Success” online survey but I  
have not included screenshots on this data to protect students’ confidentiality.   
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inquire what the issue was and provide assistance.  More often than not students cited 
institutional barriers to either starting or completing the study abroad application 
process.  This feedback led me to question if this was an issue shared by other study 
abroad professionals, particularly as a lack of a study abroad culture within 
universities has been advanced as one theory why only a small percentage of 
Australian students participate in study abroad programs (Davis, Milne & Olsen, 
1999; Daly & Barker, 2010).  In the United States, the question whether students are 
drawn to study in a particular country or at a particular university has been raised 
(Llewellyn-Smith & McCabe, 2008).  Both of these points and my professional 
observations influenced my decision to undertake research to learn about other study 
abroad professionals’ experiences in managing and operating study abroad programs 
with which to compare and contrast with my own − to present comparative 
knowledge to account for low study abroad participation rates based on practitioner-
based insights from within the participants’ respective universities.  This “Inside-
Out” approach (which is reflected in the thesis’ title) 26 is based on the belief that “in 
our complex world, the need for understanding how other people see their experience 
has never been greater” (Spradley, 1979, p. iv).  Thus Experience 3 led to Experience 
4.  
1.3.4  Experience 4  
As a research scholar I found that applying the “Inside-Out” approach from 
within the university was critical to the development of the project as it prompted 
me to recount what I knew about study abroad programs as a professional in a 
Microsoft Word document that I stored on my computer.  Entitling the document 
‘Initial Thoughts’, it was through this chronicle that I identified gaps in my 
knowledge as a researcher.
27
  Early in the research process I observed that the 
literature largely discusses study abroad programs from the students’ or academics’ 
perspectives.
28
  To explore the relationship between study and abroad beyond the 
national context of other empirical studies on the topic (Wick, 2011; Loberg, 2012)  
and in view of Experiences 1-3, I expanded the scope of the project and applied a 
                                               
26  From the outset of the project, the goal was to examine study abroad from within the university.   
 Accordingly the original title (i.e. on the doctoral candidature confirmation proposal document)  
 was “Mapping an Understanding of Undergraduate Study Abroad Programs from the Inside-Out.”   
However, because the ‘Inside-Out’ model guided the project’s research design, I later decided to 
place ‘Inside-Out’ first and foremost in the title. 
27  For full details see Chapter 3 – Methodology. 
28  For full details see Chapter 2 – Literature Review. 
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comparative approach which incorporates the perspective of international study 
abroad professionals in order to ‘map’ an understanding of study abroad programs 
from within universities to reflect the extent to which study abroad is shaped by 
national and local institutional policies, cultures, values and beliefs.   
The decision to select the three distinct national settings − Australia, the 
United Kingdom and the United States – is founded on my academic and 
professional background as set out in Section 1.3 (Experiences 1-3).
29
  Two sources 
of empirical literature read early in the research process re-inforced my decision to 
expand the focus of the project to compare participants’ experiences in all three 
national case-sites.  Firstly, a report commissioned by international education 
stakeholders with “an interest in international student mobility” (Sussex Centre for 
Migration Research, 2004, p. 3) presents results of a survey, conducted within 
selected higher education institutions in the United Kingdom, which posed the 
question “what are the main institutional factors driving, or constraining, student 
mobility?”(Sussex Centre for Migration Research, 2004, p. 6).30  Secondly, an 
Australian-based study (Daly & Barker, 2010) suggests that future research “should 
examine the culture of, and leadership within universities to analyse the impact of 
these factors on the success of the student exchange programme” [sic] (p.339). 
This project takes these critical points to a more “international” level by taking 
a pragmatic approach that firstly examines the complex political and economic 
environments in which universities in the three national case-sites are operating.  As 
a starting point, the comment that “higher education and globalization have 
combined to influence the lives of individuals and societies” (Bloom, 2005, p.21) led 
me to first review the literature on globalisation in relation to international higher 
education generally (see Chapter 2, Section 2.1.1).   The ensuing review indicated a 
need for the causative relationship between globalisation and study abroad to be 
examined.  Another view (McCabe, 2001) is that study abroad is a by-product of 
internationalisation.
31
  The combination of these views and my professional and 
researcher awareness of government-supported study abroad initiatives (as noted in 
Experience 4) resulted in the development of a second Learning Experience Radial 
Model (LER 2) — Figure 2 (see below).  This project applies the LER 2 model to 
                                               
29   For full details see Appendix I. 
30   The position of this question as the last of eight which frame the report further establishes the  
      need for this project.  
31  See Chapter 2, Section 2.1.2 for further details. 
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examine the relationship between globalisation, internationalisation, government-
supported initiatives (see Chapter 2) and universities’ local responses to these 
national imperatives and the impact on the work experiences of selected university 
study abroad professionals located in each of the three national case-sites.  The radial 
LER 2) model deployed here seeks to reflect the impact of each level on the study 
abroad professionals’ work experiences, as outlined below:   
 
Figure 2: Second Learning Experience Radial Model (LER 2) 
 
The selection of the three national case-sites was further re-inforced by noting 
that statistics declare Australia, the United Kingdom and the United States are among 
the top three destination countries for inbound “diploma mobility” students  (OECD, 
2014).  The level of international competition in recruiting this group of students 
may explain the rationale of the Australian Government in establishing a North 
American office to commission a report on the “Internationalisation of U.S. Higher 
Education in a Time of Declining Resources” (Green & Ferguson, 2011).   By 
comparison, reports from Australia (Department of Education and Training, 2018a), 
the United Kingdom (HESA, 2015) and the United States (Farrugia & Bhandari, 
Globalisation 
Internationalisation 
Governments 
Universities 
Study abroad 
professionals 
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2016) indicate that the percentage of students who participate in outbound “credit 
mobility/exchange” study abroad programs is considerably lower.  
 
1.4   Theoretical Framework 
1.4.1  Experiential Learning Theory (ELT) 
The theoretical framework for this project was developed on the basis that  
Experiences 1-4 represent defining moments from my own experience of study 
abroad placements.  It was from these experiences that the research extrapolated, 
with further analysis of study abroad documentation and presentation of the 
experiences of additional professionals, to map an understanding of the myriad 
factors that affect the management and operation of study abroad programs.
32
     
To uncover and learn from the participants’ experiences, I applied a theoretical 
framework that facilitated in-depth inquiry into the individual phenomenologies of 
each participant.  Accordingly I selected Experiential Learning Theory (ELT) to 
provide scope to consider the experiences of study abroad professionals who work in 
an environment which is shaped by national and local factors (as outlined in 
Learning Experiences Radial Model 2 (LER 2), Figure 2, p.17).   The description of 
ELT as a “process whereby knowledge is created through the transformation of 
experience” (Kolb, 1984, p. 41) succinctly illustrates the relevance of applying ELT 
as the theoretical framework to this project.  A visual representation of how the 
theoretical framework has been applied to learn about the experiences of other study 
abroad professionals (to create knowledge) on study abroad in practice (through the 
transformation of experience) is presented in Figure 3 below: 
  
                                               
32   See Chapter 3 for more details on my positionality as a study abroad professional and researcher. 
19 
 
 
Figure 3: Kolb’s Experiential Learning Cycle 
(Kolb and Kolb, 2009, Figure 1)  
The learning cycle indicates the key role (concrete experience) study abroad 
professionals have in providing advice that results in students’ reflections on study 
abroad to consider the possibility (abstract conceptualization) of completing the 
study abroad application processes (active experimentation) in order to study abroad, 
leading to concrete experience. 
As discussed in Section 1.2 and outlined in the first Learning Experience 
Radial Model (LER 1, Figure 1, p.8), I have completed the Experiential Learning 
Cycle on four occasions.  Firstly as a study abroad student, secondly, as both a study 
abroad student/study abroad professional, thirdly as a study abroad professional and 
fourthly as a doctoral candidate examining study abroad programs. To highlight the 
sequential outcome of each experience within the ELT model, the concrete 
experience of studying abroad led to reflection, then to abstract conceptualization 
after I was employed as a student assistant/study abroad professional which led to 
sharing my concrete experience with students through active experimentation to 
encourage students to apply for a concrete (experiential learning) experience by 
participating in a study abroad program.  The student/professional concrete 
experience enabled a period of reflection that resulted in abstract conceptualization 
in applying to become a full-time study abroad professional and active 
experimentation when my application was successful and concrete experience as a 
study abroad professional.  The latter led to a period of reflection during which time I 
formed an abstract conceptualization, based on professional interest, to learn about 
the experiences of other study abroad professionals, leading to active 
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experimentation in enrolling as a doctoral student and concrete experience in 
completing the project and writing this thesis.  The relevance of applying ELT as the 
theoretical framework to this project is further established by the statement that 
“grasping experience refers to the process of taking in information, and transforming 
experience is how individuals interpret and act on that information” (Passarelli & 
Kolb, 2012, p. 139).   
Continuing with this proactive approach, the project contends that ELT can 
also been applied to examine study abroad as a form of experiential learning because 
“ELT posits that learning style is not a fixed psychological trait but a dynamic state 
resulting from synergistic transactions between the person and the environment” 
(Passarelli & Kolb, 2012, p.141).  This statement places an emphasis on the physical 
place, or learning space (Passarelli & Kolb, 2012) in which learning occurs.   
Expanding on this point, Passarelli and Kolb (2012) note that teachers objectively 
create “learning spaces by the information and activities they offer in their course; 
but this space is also interpreted in the students’ subjective experience” (p.7).  
However, to place emphasis on study abroad this project argues that it is because the 
study abroad students’ learning space is created with a (usually culturally local) 
academic in an international cultural setting that students have an opportunity to 
interpret experiential learning in a subjective manner.  In other words, the students’ 
subjective experience results from the learning space created by experiential learning 
in a culturally different learning space, as opposed to learning in a space either 
physically at the home university, or virtually online in the students’ home country.33      
It is critical to note (as Experiences 1-4, Section 1.1 and LER Model 1, Figure 
1, p.8 illustrate) − the ELT learning cycle does not necessarily remain static after a 
student returns from a study abroad placement.  Having a concrete experience of 
participating in a study abroad program may lead to students completing a succession 
of other concrete experiences, either in the students’ home country or overseas, 
involving each of the other phases of the Experiential Learning Cycle.
34
  However, 
this project accepts that the impact of study abroad participation is not always 
immediately measurable or realised in active experimentation.  For example, in my 
professional experience, when I met with students (at the post-study abroad 
placement session I held to assist students in unpacking their experience), some 
                                               
33  For a fuller discussion on this point see Chapter 5, Section 5.3. 
34  This point is discussed in full in Chapter 5, Section 5.5. 
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immediately declared that the study abroad experience had prompted them to take 
their next academic or employment step.  Other international educators (Vande Berg, 
Paige & Lou, 2012) report similar experiences.  In other cases, the impact of 
studying abroad may take other students longer to acknowledge, or impact on future 
plans at a much later date.
35
  It has also been observed that “some experiences are 
mis-educative” (Dewey, 1963, p. 25) and Forsey, Broomhall and Davis (2012) 
discuss the varying levels of learning outcomes achieved by study abroad students.  
Nonetheless, this project contends that study abroad programs offer students an 
opportunity to gain a sense of belonging in the world rather than just being in it 
(Merleau-Ponty, 1962).  This position aligns with Dewey’s (1963) more dominant 
view that education is an “experience [which] does not go on simply inside a person.  
It does go on [from] there, for it influences the formation of attitudes of desire and 
purpose… [because it] has an active side” (p.39).  The latter point suggests that the 
educational experience can become what Dewey (1963) describes as an “experiential 
continuum” (p.28).  This concept is reflected in the development of the first Learning 
Experiences Radial Model (LER 1, Figure.1, p.8).   
Given that universities typically offer study abroad programs suggests that, in 
an increasingly globally interdependent world, universities consider it important for 
students to graduate with a degree of intercultural competence (Deardorff, 2006), at 
least in theory.  Creating knowledge on the extent to which universities provision for 
study abroad programs in practice is a key aim of this project.   
 
  
                                               
35  In my case the opportunity to become a study abroad professional at the American university  
 did not arise until almost three years after my study abroad placement (as outlined in Experience  
 3).   
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1.5    Research Questions 
The application of the ELT Learning Cycle informed the development of the 
research questions because the reflective component (as discussed above) aligns with 
the view that “one way of thinking about what we ‘know’… is to take a step back 
and consider the lens through which we see the world” (Allison & Pomeroy, 2000, p. 
92).  In view of the project’s focus on experience, it can be argued that Experiences 
1-4 provided relevant insights to commence this project and to establish some broad 
terms of reference for considering the provision and delivery of study abroad 
programs and experience of professional practice in advising potential and departing 
study abroad students.  Importantly, it was from these initial experiences that the 
research questions for the project emerged.  Although partial, to the extent that these 
experiences drew heavily on my own personal experiences of study abroad programs 
(and hence held the risk of not reflecting the way in which other study abroad 
professionals experienced their work environment), the experiences provided 
sufficient sense of the context of study abroad programs to direct and orient this 
project.  Accordingly, and as derived from Experiences 1- 4 and the points of inquiry 
outlined in the ELT cycles, the following questions emerged for this project:     
1. How is the provision of study abroad experienced by study abroad 
professionals?    
2. What internal factors have influenced the formation of these experiences? 
These questions were refined according to the experiences I had personally 
encountered in the provision of study abroad programs.  For example, in Experience 
1 in Australia, I sought advice from one of four study abroad professionals who was 
assigned responsibility for a portfolio of countries which included North America.  
This staffing level indicates that a high level of human resources was provided to the 
study abroad office by the university’s senior management.  In Experience 2 I came 
to understand that the same level of human resource support for study abroad 
programs did not apply at the university in the United States because the Study 
Abroad Advisor was initially the sole professional appointed to promote and 
administer study abroad placements.  In Experience 3, following an office re-
structure five years after I was appointed as the Study Abroad Advisor at the same 
university, another staff member was employed to administer a limited number of 
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bilateral study abroad agreements.
36
  However, this component of the position was 
only ten percent of the job description.  Therefore, more often than not, when I 
sought assistance in delivering a classroom presentation or an information session 
because of a clash in my schedule, the post-holder stated she had other duties to 
attend to.  Experience 4 presented me with an opportunity to research other 
universities’ rhetoric on study abroad programs to measure against my own  
Experiences 1-3.
37
  In this way, each experience ignited my interest in researching 
universities’ projection and promotion of study abroad programs versus provision to 
explore the impact of internal factors on study abroad programs in practice beyond 
my own experience, by addressing the above research questions to other study 
abroad professionals.    
 
1.6 Methodological Framework 
1.6.0  Introduction 
To capture the experience of managing or operating study abroad programs (in  
contrast to the rhetoric) and establish the place of study abroad in distinct university 
(and national) settings, I selected a qualitative research method which enabled the 
“Inside-Out” focus of the project to be documented and presented.   
Chapter 3  provides full details of the methodology, but in brief I continued to 
apply the paradigms presented by Experiential Learning Theory (Kolb, 1984) and the 
Learning Experiences Radial Model (LER 1) in Figure 1 (p.8) because the 
constructivist-interpretive approach detailed in these models matched well with a 
reflective auto-ethnographic approach which draws upon practitioner-based 
knowledge (via researcher self-reflection, participant interview and document 
analysis) inherent in managing and operating study abroad programs.  This 
methodology allowed participants to share their individual viewpoints and 
experiences with me and this data combination presented a rich image, or what 
Geertz (1973) identifies as a “thick description”, of the experience of working in the 
field of study abroad programming.   As discussed in later chapters, the participants’ 
accounts indicate that there is an overall disconnect between students’ desire to 
                                               
36  At the time the position was created, the university only had existing bilateral study abroad  
 programs in select academic departments at nine universities in five countries. The department  
 where the study abroad office was located had four foreign student advisors to assist inbound  
 international students on immigration matters and one full-time study abroad professional.   
37   See Table 5 (Section 4.0, p.99) for an outline of the variance in the study abroad staffing levels at  
      each case-site university. 
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participate in study abroad programs and its practice, in terms of the ways in 
government-supported study abroad initiatives apply beyond the rhetoric to the 
provision of study abroad programs at the university level.
38
   Full details on the 
method selected to collect data and frame the analysis of this ‘disconnect’ is 
discussed in Chapter 3.  This thesis outlines in Chapter 4 that the participants 
identified six areas of disconnect – the structure of undergraduate degree programs, 
issues relating to academic credit, the overall engagement of academic staff, the 
provision of financial support, the timing and duration of study abroad programs and 
partnership agreements.  
 
1.6.1  Outline – Chapter 2 
The literature review in Chapter 2 follows a conceptual framework that was 
developed with the Experiential Learning Theory (ELT) cycle model in mind.  
Accordingly the chapter considers the relationship between the rationales for 
internationalisation proposed by de Wit (1995) and Knight & de Wit (1997; 1999) 
and study abroad placements as an experiential learning opportunity (Dewey, 1963) 
− with the rationales arguably acting as either drivers or barriers to students’ 
participation.   
  
1.6.2  Outline – Chapter 3 
This chapter relates the ways in which the methodology was structured to 
enable the data to reflect all aspects of the participants’ experiences in-depth from the 
“Inside-Out”.  This method enabled the data to emerge and be arranged on a 
thematic basis for analysis with the identified themes forming the headings for the 
research findings in Chapter 4.  
 
1.6.3  Outline – Chapter 4 
The Research Findings chapter presents the participants’ experiences (based on 
the thematic order that emerged in Chapter 3) which highlight that there is more than 
one factor which acts as a ‘disconnect' between government-supported study abroad 
initiatives and universities’ responses, resulting in low study abroad participation 
rates.  
                                               
38  See Chapters 4 and 5.  
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1.6.4  Outline – Chapter 5 
This chapter proposes that, despite considerable efforts from a range of 
stakeholders to increase study abroad participation rates, more consistent 
collaborative efforts need to be developed and implemented from within universities 
for study abroad to be considered a pedagogical practice.  The research findings 
indicate that study abroad has become overshadowed by the impact of global 
political and economic imperatives that overlook the potential contribution of study 
abroad programs to individuals and the community worldwide – beyond the 
academic intent. 
 
1.7 Significance of the Project 
The literature indicates that codified in-depth knowledge of study abroad 
programs from the perspective of study abroad professionals working within 
universities is absent.  As a result, there is a lack of understanding of the myriad 
national and local factors that affect the support (or lack thereof) for study abroad at 
the university level.  The gap in the literature which recounts the experiences of 
study abroad professionals indicates a need for an in-depth examination to 
understand the extent to which these factors impact on study abroad programming 
from the “Inside-Out”.  Applying an Experiential Learning Theory (ELT) model, the 
project aims to construct and share practitioner-based knowledge (from the grass 
roots level of managing and operating study abroad programs) with stakeholders 
situated at other levels (see second Learning Experiences Radial Model (LER 2), 
Figure 2, Levels 3 and 4, p.17) to provide insights into collaborative methods of 
increasing study abroad participation rates.     
The combination of my concrete experience and those of other study abroad 
professionals are arguably reflections that aim to provide government and university 
policymakers with practitioner-based data (as an abstract conceptualization) to 
enable active experimentation and address identified barriers to increase study 
abroad participation rates.
39
  As a result, more students may have a concrete 
experience, which has been informed by Experiential Learning Theory (ELT).  The 
comparative in-depth practitioner-based examination of study abroad programming 
presented in this thesis aims to increase study abroad participation rates globally, 
                                               
39  See Chapter 4 − Research Findings for a full discussion. 
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beyond the three national case-sites.  To date, no comparative research on this topic 
has been completed from this viewpoint and at this level.  In the United States, Bolen 
(2001) notes that study abroad professionals can influence “policies at the federal, 
state, professional association, and institutional level” (p.196).  This statement 
indicates that adding the participants’ experiences in managing and operating study 
abroad programs to the literature has the potential to benefit all study abroad 
stakeholders beyond the United States.   
In sum, the project seeks to expand discussions on study abroad to establish it 
as a pedagogical practice, as opposed to its overall present status as an optional 
value-added component of an undergraduate degree.  In this way, the project aims to 
firmly establish the continuum of the learning cycle that is implicit in Experiential 
Learning Theory (ELT) beyond the pages of this thesis. 
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Chapter 2 
Literature Review 
2.0 Introduction 
This chapter commences with a full explanation of the two concepts 
Globalisation and Internationalisation (Section 2.1), which were briefly introduced 
in Chapter 1 (de Wit, 2002; McCabe, 2001).   Both concepts informed the 
development of a second Learning Experiences Radial Model 2 — LER 2 (Figure 2, 
p.17) and are central to the consideration of study abroad outlined in this thesis.  This 
Section explores the impact of each of the two concepts on international higher 
education overall to assess the place of “credit mobility/exchange” study abroad 
programs in national political and economic institutional environments.   The 
conceptual framework in Section 2.2 (Globalisation + Internationalisation = Study 
Abroad) has been constructed by considering the rationales for internationalisation in 
higher education (de Wit, 1995; Knight & de Wit, 1997, 1999) − the context within 
which study abroad programs are situated and conducted  − and includes 
consideration of my decision to apply this framework to this research inquiry. 
Applying the rationales for internationalisation as headings, Sections 2.3-2.6 
discuss each rationale to determine the extent to which each may act either as a 
driver or obstacle to study abroad, either individually or collectively.  Of particular 
importance to this project, Section 2.6.2 emphasises the critical need to examine 
study abroad from the perspective of study abroad professionals because this group’s 
voices are largely absent from the literature. Lastly, The Position of Study Abroad  
(Section 2.7) draws attention to gaps in the literature for institutional policymakers to 
ruminate on. 
Study abroad literature was sourced from institutional contexts and includes 
government publications (both printed and electronic), international higher education 
association documentation, university communications and study abroad related 
websites.   In addition, other scholars’ theses, relevant books, conference papers and 
journals provided a variety of empirical insights and perspectives.  The latter 
included articles from the leading journals International Journal of Intercultural 
Relations and the Journal of Research in International Education.  By far the 
greatest quantity of the four hundred and thirty six entries in the Endnote Library 
compiled for this project were sourced from the Journal of Studies in International 
Education.  In addition, membership of the International Education Association of 
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Australia provided me with access to the IDP Database of Research on International 
Education (IDP-DRIE), managed by the Australian Council for Educational 
Research (ACER), which was an invaluable resource.  As a member of NAFSA 
(Association of International Educators)
 
and IIE (Institute of International Education) 
I gained practitioner insights on current topics in the field.
40
   
 
2.1 Globalisation and Internationalisation 
Commencing with the outer levels of the conceptual motif presented in 
Experiential Learning Radial Model 2 (LER 2, Figure 2, p.17 and repeated below), 
the following Sections will consider the concepts ‘Globalisation’ and 
‘Internationalisation’ to examine the political and economic environments in which 
universities are operating and hence the climate within which study abroad programs 
are managed and operated by study abroad professionals. 
 
Figure 2: Experiential Learning Radial Model 2 (LER 2) 
 
                                               
40
  Appendix III presents an example of the method of annotation I applied to work  
 through this quantity of literature. 
 
Globalisation 
Internationalisation 
Governments 
Universities 
Study abroad 
professionals 
29 
 
Both globalisation and internationalisation are commonly regarded as powerful 
forces that drive modern day international higher education, together as well as 
individually (Currie, de Boer, deAngelis, Huisman & Lacotte, 2003; Huisman & Van 
der Wende, 2005; King, Findlay & Ahrens, 2010; Maringe & Foskett, 2010).  
However, definitions of the two concepts are vague, complex and in some cases, 
contradictory (Davies & Guppy, 1997; Altbach & Knight, 2007; Childress, 2009; 
Childress, 2010; de Wit, 2011; Coryell, Durodoye, Wright, Pate & Nguyen, 2012).  
For example, McCabe (2001) and Altbach and Knight (2007) point out that although 
the two concepts are often used interchangeably, they are not the same.  The two 
concepts and their relevance to higher education, the field of study abroad and this 
project is informed by the statement that 
“Globalization, a key reality in the 21st century, has already profoundly 
influenced higher education. We define globalization as the reality shaped by 
an increasingly integrated world economy, new information and 
communications technology (ICT), the emergence of an international 
knowledge network, and the role of the English language, and other forces 
beyond the control of academic institutions.  Internationalization is defined as 
the variety of policies and programs that universities and governments 
implement to respond to globalization” (Altbach, Reisberg & Rumbley, 2009, 
p.iv). 
 
As Learning Experiences Radial (LER) Model 2 (Figure 2, pp. 17 and 28) 
indicates, this project accepts the proposition of Altbach, Reisberg and Rumbley 
(2009) that globalisation impacts on internationalisation and recognises that both 
concepts have resulted in profound changes in university higher education in recent 
decades which, in turn, impact on the management and operation of study abroad 
programs by study abroad professionals.    
To further explain, this project contends that globalisation, as the more 
expansive concept, is a principle that impels study abroad because it establishes what 
Altbach, Reisberg and Rumbley (2009) describe as an “international knowledge 
network” (p.iv) which positions all human interactions in context of broader, 
(dis)located conceptualisation of human association (Dixon, 2006).  Under the 
conditions presented by globalisation, human interaction takes place on global scales, 
mediated often by increased (and increasing) networks of communication, 
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technology and capital (Bauman, 2000). For study abroad programs, this has 
implications in terms of the scope that higher education offers to global ‘markets’ of 
students, but equally, the visibility that institutions now have as ‘global industries’.  
As a concept that suggests connectivity between nations, this thesis takes the 
position that internationalisation is the process by which globalisation is enacted.  
Support for this conceptualisation is derived from two studies on study abroad.  The 
first study (de Souza, 2014) found that the impact of globalisation on 
internationalisation enabled three universities in the United States to move forward 
from an “inward focus to an outward focus” (p.ii).  The second study (Liao, 2006), 
that reports on the outcomes of globalisation on programs at four North American 
universities noted that “further research on how the internationalization process 
influences the development of study abroad programs is needed to expand our 
understanding of impacts of economic globalization” (p. iii).   
Accepting globalisation as a principle under which international higher 
education is practiced in the late-capitalist ‘liquid’ (Bauman, 2000) world and 
internationalisation as the process places study abroad within a dynamic of market 
exchange and value.  The aim of this project is to expand the view that study abroad 
should function principally as a pedagogical practice between international 
universities, as opposed to the ‘industry’ model that has more recently emerged and 
within which study abroad is positioned as a product.  With this consideration in 
mind, this project explores to what extent study abroad, as a pedagogical practice, is 
prefigured by and connected to globalisation and internationalisation, and most 
pertinently, what effect this has on the provision of study abroad programs.  
 
2.1.1  Globalisation 
According to Bloom (2005), globalisation is a “process whereby countries 
become more integrated, mainly via movements of goods, capital, labour, and ideas” 
(p.22).   Other scholars share this view (McCabe, 2001; Knight, 2004).  However, in 
discussing the fast-changing nature of globalisation, McCabe (2001) highlights that 
the concept is not a static process, but a set of economic principles which draw from 
imperatives of ‘neoliberalist’ (Harvey, 2000) and late-capitalist (Bauman, 2000) 
economic concerns.  For example, Forest (2002) contends that the first globalisation 
phase, which began around the mid-nineteenth century and lasted until the 1920’s, 
reflected the “considerable advances in the volume of trade and capital flows across 
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borders” (p.436) because of transportation and communication innovations.  With the 
advent of technological advancements in the modern era globalisation has 
transformed to become a “techno-market phenomenon” (Scott, 2005, p.42).  Under 
such conditions, higher education, as with most public ‘goods’ (Marginson, 2007) 
and services is available for sale, at least within the developed world, as an expansive 
mass culture commodity.   This massification of culture and public goods has 
resulted in two contested views on the principle of globalisation within higher 
education because of its development from a “service model” to a “market model” 
(Dixon, 2006, p.320).  Explaining the two views, Scott (2005) first presents the 
“market model” in which  
“globalisation may present itself as a social-cultural phenomenon, which 
subverts the codes of rationality, the communicative culture, the ethical (and 
expert?) foundations of the academy” (p.42).    
The alternative “service model” view is that globalisation “enriches and enlarges its 
intellectual possibilities” (Scott, 2005, p.42) because of its borderless nature.    
Consequently, although globalisation is a “rhetoric in which university leaders 
frequently indulge… [the contest between the two models indicates] that typically 
globalisation has been perceived by universities as a “turbulent and threatening  
‘other’ ” (Scott, 2005, p.42).  Bloom (2005) points out that the differing views on the 
models associated with “globalization has turned a piercing spotlight onto each 
country’s systems and institutions of higher education” (p.21).  Accordingly, this 
project examines the extent to which the principle of globalisation as a social-
cultural phenomenon impacts on the process of internationalisation within the 
physical learning environments and contexts of the university.  As Grünzweig and 
Rinehart (2002) explain  
“in spite of the process of "globalization and… partly because of it, 
international education faces a major crisis. The very foundations on which it 
was built, the distance between cultures and the necessity to bridge them, seem 
to be disappearing rapidly.  As practitioners in the field most of us are too 
preoccupied with solving problems related to the… operation of exchange 
programs to find much time for fundamental questions about the basic 
philosophy informing our work and paradigm shifts occurring around us.  Yet 
this is precisely the time to pause and reflect” (p.5).   
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In this regard, Burnett and Huisman (2010) report on how four “higher education 
institutions have responded to aspects of globalisation and, in particular how 
organisational culture influences universities’ responses to globalisation” (p.117).    
Of particular relevance to this project is that all four universities in the study (Burnett 
& Huisman, 2010) considered the recruitment of inbound “diploma mobility” 
students a priority ahead of the placement of outbound “credit mobility/exchange” 
students.   This situation is highly relevant to this project as it calls into question the 
extent to which study abroad features in universities’ projection of their global 
reputation.
41
   
 
2.1.2 Internationalisation 
A number of scholars share the view that globalisation is the driving force to 
internationalisation at the university level (Callan, 2000; Altbach & Teichler, 2001; 
Bartell, 2003; Altbach & Knight, 2007; Ayoubi & Massoud, 2007; Agnew & 
VanBalkom, 2009; Childress, 2009; Bostrom, 2010; Arkoudis, Baik, Marginson & 
Cassidy, 2012).  It is argued within this thesis that internationalisation is the process 
by which globalisation is achieved within higher education, based on the definition 
that internationalisation is  
“any systematic, sustained efforts aimed at making higher education responsive 
to the requirements and challenges related to the globalization of societies…” 
(van der Wende, 1997, p.19).   
This definition has critical significance to this project because it informed the 
development of the second conceptual motif − Learning Experience Radial (LER) 
Model 2 (Figure 2, pp.17 and 28) which establishes that globalisation is the catalyst 
that impels internationalisation.    
According to de Wit (2011) “ ‘internationalization’ or the interest in the 
“international dimension of higher education” (p.241) has been in existence for at 
least twenty-five years.  Yet, (as discussed in Chapter 1, Section 1.2) Ridder-
Symoens (1991)
 
notes that universities have offered undergraduate students the 
opportunity to study abroad over a period of several centuries — well beyond the 
scope of what is now referred to in the study abroad field as the ‘era of globalisation’ 
                                               
41  As will be highlighted later in this project, two of the six participating universities projected a  
‘positive’ globalisation agenda (even if this alliance to globalisation worked contrary to the 
pedagogical concerns of the university).   
33 
 
(Rizvi, 2011).  In view of the difference in the timeline this Section reviews the 
relationship between internationalisation and study abroad because in the modern era 
there is an assumption that study abroad is embedded in the term 
“internationalisation”.  For example, one definition which dominates the literature 
considers internationalisation as 
“the process of integrating an international, intercultural or global dimension 
into the purpose, functions or delivery of post-secondary education” (Knight, 
2003, p.2).   
This definition firmly places responsibility on universities to develop and implement 
a curriculum that incorporates one or more of the three dimensions proposed by 
Knight (2003).  Later, Knight (2004) added “ ‘branding’ [in recognition of 
universities]… not-so-subtle shift toward developing an international reputation to 
successfully compete in a more competitive environment” (p.21).  Perhaps because  
of the commercial implications of this statement, a decade later, Knight (2013) 
acknowledges the limitations of the 2003 definition of internationalisation in 
declaring that the  
“weakness now evident is that traditional values associated with 
internationalisation such as partnership, collaboration, mutual benefit, 
exchange are not articulated, only assumed” (p.85).   
In consideration of this statement, the following Sections will examine the impact of 
globalisation on internationalisation to outline the effect of each concept on study 
abroad. 
 
2.2 Globalisation + Internationalisation = Study Abroad 
To explain the application of the globalisation (principle) − internationalisation 
(process) pathway to this project to explore study abroad as a practice at the 
university level requires the relationship between globalisation, internationalisation 
and study abroad to be closely scrutinised.  The focus on social/cultural, political, 
academic, and economic rationales for internationalisation presented by de Wit 
(1995) and Knight & de Wit (1997; 1999) provide a relevant framework to examine 
the effects of internationalisation as a process on study abroad programs.  As a study 
abroad professional, I consider that each of the rationales − social/cultural, political, 
academic, and economic — can act as drivers or barriers to study abroad at the 
institutional level, either individually or collectively.  The opposing viewpoints 
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indicate a need for an understanding of how study abroad programs are promoted and 
for what purpose. Such a conceptualisation is positioned here as central to the 
exploration of study abroad programs as a social, institutionally-mediated cultural 
academic experience and the extent to which these values are shared and represented 
at the institutional level.   
A list drawn up by Senator Durbin (2006) names a selection of United States’ 
citizens who were leaders in their field and who completed a study abroad 
placement.
42
  That the list includes two Presidents, other government officials and 
key literary figures from diverse socio-economic backgrounds re-inforced my 
decision to re-order the rationales for internationalisation (de Wit, 1995; Knight & de 
Wit, 1997, 1999) and present them as political, economic, academic and 
cultural/social because these are the environments which impact study abroad 
programming, as set out in form of a third Learning Experience Radial Model (LER 
3) below (Figure 4). 
 
Figure 4: Learning Experience Radial Model (LER 3) 
The re-arrangement of the rationales for internationalisation (de Wit, 1995; 
Knight & de Wit 1997, 1999) in LER 3 is based on the fact that international 
education initiatives/policies are: formulated by governments (political); dependent 
on funding (economic); reflected in universities’ educational purpose (academic) – 
all of which impact study abroad programs as a (cultural/social) experiential learning 
                                               
42  The duration of each participant’s study abroad program is unknown.       
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opportunity.  Furthermore, the mnemonic of the re-ordered rationales starts to spell 
‘Peace’ and de Wit (2002) notes that ‘Peace’ is a motivating factor in the 
development of study abroad as a phenomenon.
43
  The ongoing conflicts throughout 
the world indicate that peace remains a critical objective in the field of international 
higher education in general and this project seeks to emphasise that study abroad has 
a critical role to play in developing and strengthening peace-making processes 
through the development of cultural/social understandings that has been largely 
overlooked in the literature.
44
   
 
2.3   Political Rationale 
2.3.1  Government Level 
This Section explores government imperatives in developing study abroad 
campaigns in each of the three research case-sites − Australia, the United Kingdom 
and the United States − and traces to what extent these imperatives have led to the 
formulation of government study abroad campaigns or policies.  Accordingly, a 
review of government literature on international education overall and study abroad 
from the three national case-sites follows. This review of the government literature is 
offered here to enable the rhetoric in the three research case-sites to be compared.     
 
2.3.1 i  Australia 
According to Livingstone (2003) the liberal government in power at that time  
considered that outbound “credit mobility/exchange” study abroad students could 
assist in promoting exchange opportunities and encourage inbound “diploma 
mobility” students (who pay international student fees) to study in Australia.   
Australia’s success in this area has resulted in international education becoming the 
country’s third largest export with the Department of Education and Training (2017) 
reporting that “international education activity arising from international students 
studying and living in Australia contributed $22.0 billion to the economy in 2016” 
(para.2)  This report confirms that the export value of international education in 
                                               
43  In a later re-arrangement of the rationales de Wit (2002) identified the rationales as “political  
(foreign policy, national security, technical assistance, peace and mutual understanding, national 
identity, and regional identity, economic (economic growth and competitiveness, the labor market, 
national educational demand, and financial incentives for institutions and governments), social and 
cultural, and academic rationales (providing an international dimension to research and teaching, 
extension of the academic horizon, institution-building profile-status, enhancement of quality, and 
international academic standards” (p.85). 
44  This topic will be discussed in full in Chapter 5 – Discussion. 
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terms of inbound “diploma mobility” students to the Australian economy is 
considerable in comparison to statistics for Australian outbound “credit 
mobility/exchange” study abroad students presented by the Department of Education 
and Training (2018a).
45
 
Closer inspection of government-supported study abroad campaigns offer some 
insights on the imbalance between inbound “diploma mobility” and outbound “credit 
mobility/exchange” students.  For example, University Mobility in Asia and the 
Pacific (UMAP) was an early federal government study abroad campaign designed to 
increase the percentage of the latter group of students.
46
  Launched in 1991 under the 
Labour government and featuring partnerships with member universities on a 
voluntary basis, the program aim 
“is to achieve a better understanding within each of the countries and territories 
in the Asia Pacific region of the cultural, economic and social systems of the 
other countries and territories in the region through enhanced cooperation 
among higher education institutions and increased mobility of university 
students and staff ” (UMAP, 2013, p.1).    
The UMAP constitution outlines that placements are largely made on an exchange 
basis with the students’ home and host university both sending and receiving 
students and that students (and staff) are selected by the home university (UMAP, 
2013).  This statement demonstrates that study abroad students must be nominated by 
the home university, rather than choosing to apply.  Furthermore, the UMAP website 
— the central point of access on information on UMAP programs for prospective 
study abroad students — lists potential universities in a limited number of member 
countries and advises students to contact their home university’s UMAP coordinator 
after researching destination options online.  This assumes that a) the student’s 
university is a member of UMAP and b) students know to contact the university’s 
UMAP coordinator (if there is one).   
Another study abroad campaign, co-funded by the Liberal government and the 
private Cheung Kong Group – Endeavour Cheung Kong Student Exchange Program 
(ECKSEP) – was the first public-private study abroad sponsorship in Australia.  
Launched in 2004 the initiative provides opportunities for two hundred and fifty 
                                               
45  As noted in Chapter 1, Section 1.3.4. 
46  The current constitution states that “the organization is an association of government and non- 
 government representatives of the higher education sector in Asia and the Pacific (UMAP, 2013,  
 p.1). 
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undergraduate students in Australia and selected Asian countries to study on an 
exchange basis.  Although seventeen possible destination countries are listed  the 
Department of Education and Training (2018b) acknowledge that “at least two-thirds 
of the ECKSEP grants awarded in each funding round are allocated to student 
exchanges involving links with Partner Institutions in China and Hong Kong” (p.21).  
The geographic restrictions imposed on students’ study abroad destination by the 
University Mobility in Asia and the Pacific and the Endeavour Cheung Kong Student 
Exchange initiatives indicates the government’s interest in establishing and 
maintaining a robust relationship with Asian countries.  However, these campaigns 
assume that Australian students want to study abroad in Asian countries and this 
offering automatically delimits students’ choice of destination country.47   
Government support for outbound “credit mobility/exchange” study abroad 
programs has generally remained consistent across party-political platforms in 
succeeding years.  Nunan (2006) reported that the Department of Education, Science 
and Training was focused on: 
“expanding Australian students’ experiences of the social, economic and 
political system of other countries [because it] is crucial in building Australia’s 
capacity to engage in the international market and to establish relationships 
with foreign people and organisations” (p.2).   
This view was further endorsed by the announcement of Bronwyn Bishop (the 
Liberal Party’s Minister for Education, Science and Training at the time of Nunan’s 
report) that one of the government’s goals was to  
“increase the number of Australians who study overseas and gain the benefits 
of an international study experience” (Bishop, 2006).    
 
After becoming the Labour Prime Minister in 2010, Julia Gillard 
commissioned the Australia in the Asian Century White Paper outlining Australia’s 
partnership history with Asian countries “across educational, cultural and social 
dimensions” (Commonwealth of Australia, 2012, p.77).  The ongoing long-term 
importance of Australia's relationship with this region is evident in the paper’s title.  
However, the exact role and function study abroad programs plays in maintaining 
this relationship is not explored in the government paper to any meaningful degree. 
                                               
47  See Chapter 4 – Research Findings and Chapter 5 — Discussion for further comments on this point. 
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Instead, the paper predominantly notes that inbound “diploma mobility” students 
studying in Australia for the entirety of their degree has resulted in a boost to the 
economy to the extent that “education… is… the largest of our [sic] services 
exports… [because] the number of Asian students studying in Australia… has grown 
strongly in the past decade” (Commonwealth of Australia, 2012, p.97) 
More recently, an International Education Advisory Council was created to 
provide guidance on the existing difficulties and future prospects relating to 
international education.  The final report, Australia – Educating Globally 
(Commonwealth of Australia, 2013) which was presented to the (then) Labour 
Minister for Tertiary Education, Skills, Science and Research, Chris Bowen, is 
seventy-six pages long, yet only three small sections refer to outbound “credit 
mobility/exchange” students.  The first section of the report records the necessity to 
develop a more accurate data collection method to measure the mobility of this group 
of students “following the recent announcement of the Asia Bound Grants Program” 
(Commonwealth of Australia, 2013, p.60).  This statement indicates the 
government’s ongoing interest in encouraging Australian students to study in Asia.  
Yet, the second section of the report notes the top five destination countries for this 
group of students (see Table 1). 
 
Table 1: Destinations of Australian Study Abroad Students 
 (Commonwealth of Australia, 2013, p.18) 
 
This table indicates that, contrary to the government’s efforts to encourage students 
to study abroad in Asia, the United States is the students’ top destination.  Although 
China is in second place, this destination is closely followed by the United Kingdom.  
Furthermore, despite the inclusion of the United States and the United Kingdom in 
the students’ country preferences, the third section of the report notes that the 
 
 
39 
 
International Education Advisory Council “supports the recommendations in the 
‘Australia in the Asian Century White Paper’ that more Australian students need to 
be encouraged to take up the opportunity to study in Asia” (Commonwealth of 
Australia, 2013, p.51).   
In the section of the report thatdiscusses financial support, aside from a brief 
mention of the Asia Bound Grants Program, the International Education Advisory 
Council reports in one sentence that changes have been made to the government’s 
‘OS-Help’ scheme but no further details are provided.  This brief sole reference 
assumes that the report’s readers are aware the acronym refers to the government’s 
Overseas Higher Education Loan Program which students can apply for, if the 
eligibility requirements are met.
48
 
Among the recommendations in the International Education Advisory Report 
was a call for the creation of a Ministerial Coordinating Council for International 
Education with a five year tenure (Commonwealth of Australia, 2013).  The 
establishment of the Council was announced in 2015 in a press release from the 
(then) Liberal Minister of Education and Training, Christopher Pyne.  In announcing 
the first two roundtables for the Council’s members (comprising six other Ministers 
and six influential international education and industry experts), the Minister stated 
that the goal is “to get everyone working together to make Australian international 
education the best in the world” (Department of Education and Training, 2015, 
para.14).  This statement indicates that the Council’s goals are centred on recruiting 
inbound “diploma mobility” students as opposed to increasing the percentage of 
outbound “credit mobility/exchange” students.   
The government’s motivation for establishing grants for students to study 
abroad in an Asian country appears to be politico-economic first and academic 
second, at best.  Further indicators of this assertion come from a pilot study released 
by the Liberal coalition government for a New Colombo Plan in 2014.  The original 
Colombo Plan was first implemented in 1951 with the intention of developing closer 
relationships with Asian nations after the Second World War.  The New Colombo  
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  See Economics rationale (Section 2.4) for more details. 
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Plan continues to focus on the Indo-Pacific region ostensibly in order to   
“build on existing people-to-people and institutional links [by] increasing the 
depth and breadth of Australia’s international engagement… by supporting 
more than 3200 students to undertake study and work-based learning 
experiences” (Department of Foreign Affairs and Trade, 2015, p.7, emphasis 
added).    
The New Colombo Plan guidelines for the 2018 application round state that only 
“between 120 and 150 scholarships” (DFAT, 2018a, p.2) will be offered and also 
outline the strict application criteria for students to either study at prestigious 
overseas universities or intern at major international companies. Indeed, in a 
recent press release (April, 2018), the Department of Foreign Affairs and Trade 
(2018b) announced the establishment of “an annual New Colombo Plan ASEAN 
[Association of Southeast Asia Nations] Fellowship to support an Australian 
undergraduate whose NCP [New Colombo Plan] scholarship focuses on our 
engagement with the ASEAN region” (para.3) and confirms that the inaugural 
recipient of the Fellowship “will study politics and Asia-Pacific studies at Nanyang 
Technological University in Singapore and intern with organisations promoting 
ASEAN interests, including in Singapore and Indonesia” (para.4). 
In sum, although the Australian Government appears to support the growth of 
outbound “credit mobility/exchange” study abroad placements through the 
campaigns discussed above, the likelihood of introducing them with only the 
students’ academic outcomes in mind is minimal, at best.  For example, in a 
document prepared for the incoming Coalition government, the New Colombo Plan 
Steering Group declared “we are enthusiastic about the potential of the New 
Colombo Plan to be a transformative initiative in Australia’s foreign policy and 
university sector” (DFAT, 2014, p.2). This declaration suggests that the political 
rationale attached to this campaign overrides the academic one and the latest press 
release (DFAT, 2018b) does little to dispel this theory.  Indeed, the ‘International 
Students Strategy for Australia’ presented by the Council of Australian Governments 
(COAG, 2010) illustrates that both federal and state governments are focused on 
resolving issues that affect inbound “diploma mobility” students.  Perhaps a similar 
strategy for outbound “credit mobility/exchange” students would contribute to higher 
study abroad participation rates. 
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2.3.1 ii  The United Kingdom 
Like Australia, the disparity between outbound “diploma mobility” and 
inbound “credit mobility/exchange” students in the United Kingdom is considerable.  
King, Findlay and Ahrens (2010) report that  
“33,000 UK students are studying abroad, while 370,000 foreign students are 
studying in the UK, an imbalance which defines the UK as primarily a 
destination for international students” (p.1).   
Another report, commissioned by international education associations (including the 
British Council and British Universities Transatlantic Exchange (BUTEX)), indicates 
that the imbalance in the United Kingdom’s outbound “diploma mobility” and 
inbound “credit mobility/exchange” student figures is not a new concern (Sussex 
Centre for Migration Research, 2004).  In contrast, the ongoing success in recruiting 
inbound “diploma mobility” students has been noted through the introduction of two 
Prime Minister’s Initiatives (PMI), the first in 1999 and the second in 2006, both 
under the leadership of the Labour Prime Minister Tony Blair.   When the first PMI 
was introduced in 1999 it was announced that the goal was to attract: 
“50,000 international students to the UK (plus an additional 25,000 to further 
education colleges). This recruitment goal was surpassed by nearly 43,000 over 
a five year period” (OBHE, 2006, p.1).   
Expanding the number of countries international students were coming from to study 
in the United Kingdom is among the aims of the second PMI because of increased 
competition from other countries, including Australia (OBHE, 2006).   
Another study abroad initiative, launched by the British Council in 2013 with 
support from David Cameron’s Conservative government, is Generation UK which 
promotes study abroad opportunities in China (British Council, 2018).
49
  As Gribble 
and Tran (2016) point out  
“this trend towards aligning outbound student mobility with economic and 
political interest is [already] evident in other nations’ learning abroad strategies 
including the USA’s 100,000 Strong China and 100,000 Strong Americas and 
Australia’s New Colombo Plan” (p. 6).   
  
                                               
49  Co-funded by the Department for Business, Innovation and Skills, the Department for  
 Employment and Learning, Northern Ireland and the Welsh government.  See Chapter 5, Section  
 5.1.1 for further discussion on the devolution of responsibility. 
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The goal of Generation UK is to “help 80,000 students from the UK boost their 
employability, enhance their long-term job prospects, and develop a global mind-set 
through study and work experience opportunities in China” (British Council, 2018, 
emphasis added) by 2020. 
Turning attention to study abroad programs closer to the United Kingdom, in 
view of its proximity to Europe, it might be expected that Europe is a popular study 
abroad destination.  Indeed, many universities offer students the opportunity to 
participate in the Erasmus program (a mobility scheme funded by the European 
Commission to support applications by staff and students to work, research, study, 
intern or volunteer across Europe).
50
  However, for some years it has been observed 
that there are more Erasmus students coming from Europe to the United Kingdom to 
study, than United Kingdom students going out (Altbach & Teichler, 2001).  
Although the number of students participating in the Erasmus program has risen − 
from 10,278 in 2007/8 to 15,566 students in 2013/14 (Gribble & Tran, 2016) − 
overall the student numbers are not significant.  Perhaps in recognition of the low 
Erasmus program participation rate the Erasmus+ program was developed in 2014 
under the national authority of the Department for Education, in partnership with the 
British Council with the latter acting as the national agency together with a research 
company, Ecorys UK.
51
   
A further effort by the Conservative government to increase the number of 
outbound “credit mobility/exchange” students to any country (beyond Europe or 
China) also emerged in 2014.  The UK Strategy for Outward Mobility is the result of 
a Joint Steering Committee report which included members of the Department for 
Business, Innovation and Skills and the United Kingdom Higher Education 
International Unit (UK Higher Education Unit, 2013).
52
  The Committee’s report was 
presented in 2012 to David Willetts (then Minister of State for Universities and 
Science) and the Strategy was developed over a two year period.  Announcing the 
UK Strategy for Outward Mobility in 2014, David Willetts stated that the need for it  
  
                                               
50  The acronym Erasmus stands for the European Region Action Scheme for the Mobility of  
 University Students program.  It was developed in 1989, registered in 1990 and is funded by the  
 European Commission (www.esn.org). 
51  For further discussions on the Erasmus program see pp.43, 55, 56, 153-4 and 177.  
52  The government replaced the Department for Business, Innovation and Skills with the Department  
 for Business, Energy and Industrial Strategy in July 2016 (www.gov.uk). See Chapter 5, Section  
 5.1.1 for more details).   
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arose because 
“too few UK students currently go overseas, which is why we are investing in 
this programme. To compete in the global race the UK must create graduates 
with a global outlook that makes them more attractive to potential employers 
and benefit the wider economy” (HEFCE, 2013, para.4)   
However, Mitchell (2013) reports that when the UK Strategy for Outward Mobility 
was first announced in July 2013, it was overshadowed by the announcement on the 
same day of an International Education Strategy entitled Global Growth and 
Prosperity which was created to attract more inbound “diploma mobility” students.  
This statement indicates that, from the government viewpoint, attracting inbound 
“diploma mobility” students took precedence over providing support for outbound 
“credit mobility/exchange” students.  Furthermore, the first UK Strategy for Outward 
Mobility report announced that the strategy’s goal is to support “institutions’ 
ambitions to increase the number of students going abroad” (Boe & Hurley, 2015, 
p.26 emphasis added).  This goal firmly places the onus on universities to develop 
and implement strategies to support study abroad.  That the most recent UK Strategy 
for Outward Mobility (Universities UK, 2017) was announced and launched online 
in April 2017 by Universities UK rather than the government supports this statement.  
Although the UK Strategy for Outward Mobility (2014) did list strategic 
objectives specifically aimed at increasing study abroad participation rates, it only 
provided general advice.  For example, one objective was to “identify and secure 
additional sources of funding, including scholarships, sponsorship funds and 
bursaries from higher education, overseas Governments” (UK Higher Education 
International Unit, 2013, p.8).  This reference to funding collaborations with overseas 
governments is puzzling as some inter-government study abroad sponsorships 
already exist.  For example, the United States Fulbright program provides generous 
study abroad scholarships (to non-undergraduate students).  The same objective 
stated that existing study abroad funding sources need to be promoted, but failed to 
state what these are, or assign responsibility to a specific body/association for 
marketing the funding sources.  The remainder of the report largely contains study 
abroad data that had already been published elsewhere, such as students’ preferred 
destination countries, socio-economic status and subjects studied overseas.  The  
  
44 
 
report also admitted that although 
“outward mobility is widely viewed by vice-chancellors and teaching staff as 
beneficial to the student and to the institution, it is often difficult to achieve in 
practice” (UK Higher Education International Unit, 2013, p.2 emphasis 
added).   
From the perspective of this project, this statement illustrates the government’s 
understanding that universities are likely to struggle to implement processes to 
support study abroad.  This viewpoint calls into question what imperatives shaped 
the government’s study abroad rationale in launching the 2014 UK Strategy for 
Outward Mobility.  Furthermore, out of the six objectives listed in the most recent 
UK Strategy for Outward Mobility the last is “Strategic Objective 6: Influence 
government for UK higher education” (Universities UK, 2017, p.4).  The last place 
listing of this objective raises more pragmatic concerns such as how long-term 
funding might be found to assist in meeting the preceding five strategies objectives 
which are ostensibly aimed at increasing outbound study abroad participation.   This 
is a valid concern considering that the Strategy document fails to discuss how 
international education stakeholders will meet the Strategy’s objectives.  This 
omission indicates that stakeholders may choose to implement the objectives or not, 
depending on other priorities.  This standpoint is of critical significance to this 
project because it highlights that the government have passed all responsibility for 
implementing the UK Strategy for Outward Mobility to universities and the latter 
operate autonomously.
53
  
Furthermore, the political uncertainty which exists following the United 
Kingdom’s decision in 2016 to withdraw from the European Union in 2019 (termed 
‘Brexit’) places the future of the Erasmus+ program in jeopardy.   Indeed in an 
interview, the Director of Universities UK, Vivienne Stern stated that the 2017 UK 
Strategy for Outward Mobility has been launched in view of  
“the decision [of the United Kingdom referendum] to leave the European 
Union, the uncertainty over whether or not we [in the United Kingdom] will be 
able to access the Erasmus program… and the need to build and maintain 
political support to invest in supporting outbound mobility” (Marsh, 2017, 
para.6) 
                                               
53  See Chapter 5 – Discussion. 
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Given the potential forthcoming shortfall in study abroad placement opportunities, 
this statement indicates that universities in the United Kingdom will need to build or 
strengthen partnerships with international universities inside and outside of Europe 
to enable outbound “credit mobility/exchange” study abroad programs to continue to 
operate in some cases or expand in others.
54
 
 
2.3.1 iii  The United States 
Efforts to increase the percentage of outbound study abroad students in the 
United States have been instigated by three Presidents in particular within the last 
two decades.  In 2000, the Democrat President Bill Clinton stated that: 
“to continue to compete successfully in a global economy and to maintain our 
role as a world leader, the United States needs to ensure that its citizens 
develop a broad understanding of the world, proficiency in other languages, 
and knowledge of other cultures” (Clinton, 2000, para.3).   
Bolen (2001) points out that Clinton’s message was not directed towards any 
particular educational study level or type of educational institution.  Therefore it was 
a broad statement only, not a government policy decision directed toward increasing 
the percentage of outbound “credit mobility/exchange” students.  Furthermore, de 
Wit (2002) notes that in the same document Clinton referred to the considerable 
contribution of international inbound “diploma mobility” students to the U.S. 
economy.  This position calls into question whether Clinton’s rhetoric was delivered 
primarily with politico-economic or academic outcomes in mind.   
The Lincoln Commission (2005) reports that Republican President George W 
Bush and Congress set an ambitious goal of one million students studying abroad 
annually by 2016−2017, announcing that    
“the goal is well within the reach of the nation and the higher education 
community. Attaining it depends critically on two factors. First, the Lincoln 
Study Abroad Program must leverage support from institutions. Second, the 
program must encourage institutions with little history of sending students 
abroad to develop or enhance study abroad programs.” (Lincoln Commission, 
2005, p.24, emphasis added).   
                                               
54  For a fuller discussion see Chapter 5 – Discussion. 
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This statement indicates that the United States government devolves responsibility 
for all aspects of study abroad to universities.
55
  As Gribble and Tran (2016) point 
out, in stark contrast to Australia and the United Kingdom, the United States has no 
national study abroad policy.  Consequently in the United States, government 
advocacy for study abroad largely stems from the efforts of a limited number of 
politicians.  One is Senator Richard Durbin (a Democrat and member of the above 
Lincoln Commission in 2005)
 56
 who introduced a resolution to Congress to 
designate “2006 as the ‘Year of Study Abroad’ ” (U.S. Congress, 2005).  The 
following year, Senator Durbin introduced a bill to Congress to establish an act 
named the ‘Abraham Lincoln Study Abroad Act of 2006’ (U.S. Congress, 2006).   
The lack of success is evident because three  years later when Barack Obama was 
Democrat President, Senator Durbin and his political colleague Senator Wicker re-
introduced the bill to Congress, after first changing the name to the ‘Paul Simon 
Study Abroad Foundation Act of 2009’,  (U.S. Congress, 2009).57  However, 
Congress rejected the 2009 bill too. 
In the same year (2009) President Barack Obama launched the 100,000 Strong 
China campaign which had a goal of sending one hundred thousand American 
students (at all study levels) to study in China and the goal was surpassed (Allen-
Ebrahimian, 2015).  The Center for Global Education relayed the announcement the 
United States’ Secretary of Education, Arne Duncan, made during International 
Education Week in 2011: 
“we must work together to give all of our students an outstanding education, 
which includes learning about our global partners – their cultures, histories, 
languages, values, and viewpoints. We must focus on integrating international 
perspectives into our classrooms.  It is through education and exchange that we 
become better collaborators, competitors and compassionate neighbors in this 
global society” (The Center for Global Education, 2011, para.4).   
On one hand this statement appears to recognise the potential for study abroad 
students to gain what King, Findlay and Ahrens (2010) term “human capital” (p.3).  
                                               
55  This mirrors the position stated in the latest UK Strategy for Outward Mobility (Universities  
 UK, 2017). 
56  The full name is the Commission on the Abraham Lincoln Study Abroad Fellowship Program. 
57  “Originally introduced as the Abraham Lincoln Study Abroad Act, the legislation is based on the   
recommendations of the Commission on the Abraham Lincoln Study Abroad Fellowship Program 
– of which Durbin was a member.” (www.wicker.senate.gov). The late Senator Paul Simon was a  
    staunch study abroad advocate – see www.paulsimoninstitute.siu.edu. See later in this chapter for  
 ongoing efforts to establish the Paul Simon Study Abroad Act (p.50). 
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On the other hand, although exchange is mentioned, the focus appears to be on 
developing a curriculum for inbound “diploma mobility” students within American 
classrooms, as opposed to preparing students to participate in outbound “credit 
mobility/exchange” programs.58  
In 2012, during Barack Obama’s Presidency, the inaugural United States’ 
Department of Education International Strategy 2012–16 was produced – 
‘Succeeding Globally Through International Education and Engagement.’  Although 
the heading “Objective 1: Increase the global competencies of all U.S. students” 
(U.S. Department of Education, 2012, p.5) suggests that the United States had 
introduced a national Strategy for international education that included study abroad 
programs, the Strategy is largely directed toward high school education, not post-
secondary, despite recognition that   
“understanding and appreciating other parts of the world, different religions, 
cultures, and points of view are essential elements of global competence…  
students at all levels, from elementary to postsecondary, can acquire this 
understanding through course work tied to college” (U.S. Department of 
Education, 2012, p.7).   
 
In 2014 Barack Obama’s Vice President, Joe Biden and Secretary of State, 
John Kerry officially launched the “100,000 Strong in Americas” campaign which 
focuses on increasing the number of study abroad students to and from Latin 
America.  Of significance to this project is that the campaign is dependent on the 
receipt of funds from public and private institutions, including  
“NAFSA: Association of International Educators, the world’s largest 
nonprofit association dedicated to international education, and Partners of the 
Americas, a leading voluntary and development agency with over 45 years of 
experience in the Americas” (U.S. Department of State, 2018, para.4) 
 
Although the study abroad campaigns introduced during President Obama’s 
presidency are designed to increase outbound study abroad participation rates, both 
limit students’ choice of destination country.  With no national government 
department or agency holding responsibility for study abroad campaigns, funding is 
                                               
58  For further discussion on this topic see Chapter 5, Section 5.3. 
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received from “foreign government funds, public-private partnerships, industry 
sponsorship, and private donations” (Helms, 2015, p.17).  This comment is of critical 
relevance to this project because it again underscores that, because the campaigns are 
not funded by the federal government, funding is dependent on contributions from 
other stakeholders.  Furthermore, Doyle et al (2010) report that the United States’ 
campaigns “are typically generated as high-level policy developments that reflect the 
informed opinion of … [a variety of] government officials” (p.475).  This comment 
indicates that the politicians’ study abroad rhetoric is part of a political message that 
may have little to no bearing on study abroad from the outbound “credit 
mobility/exchange” perspective.  Support for this assertion stems from the 
declaration that the United States is “the leading higher education destination for 
students around the world, and maintaining that position is a priority” (U.S. 
Department of State, 2017, para.1)  
The Generation Study Abroad campaign introduced by the Institute of 
International Education (IIE) in 2014 (with support from the U.S. Department of 
State, Bureau of Educational and Cultural Affairs and other non-government 
stakeholders) is admirable in its objectives.  However that it is a broad brush 
approach to increasing the number of outbound study abroad students overall is 
indicated by the fact that the campaign applies to more than one educational sector. 
To date, over seven hundred partners including four hundred and eight colleges and 
universities in the United States, one hundred and eighty-nine international 
universities and over one  hundred study abroad organisations (i.e. third-party 
provider programs) have chosen to join the campaign (IIE, 2017).
59
 
In 2016, Senator Durbin demonstrated his ongoing advocacy for study abroad 
by presenting the Paul Simon Study Abroad Foundation Act of 2016 bill to the 
Senate (U.S Congress, 2016).  That the bill was not passed by the Senate is evident 
from the fact that Senator Durbin again presented the bill in March 2017 (U.S. 
Congress, 2017a).   The latest prognosis of seventeen percent (at the time of writing) 
does not indicate that the outcome will be positive (U.S. Congress, 2017b).  
 
                                               
59  For further discussion see Chapter 5, Section 5.1.2. 
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2.3.1 iv  Government Rationale Summary 
Closer inspection of the government-supported study abroad campaigns in all 
three national case-sites suggest that the motivation for each of them is to build upon 
the nation’s political reputation by increasing economic prosperity through the 
creation or maintenance of strategic links with particular countries, as opposed to 
creating long-lasting initiatives that sustain support for study abroad programs 
beyond each government’s term of office.  Consequently, this project argues that the 
lack of firm commitment after government study abroad campaigns or policies have 
been introduced results in universities’ responses occurring on an ad hoc basis with 
support for study abroad programs becoming a matter of choice at the university 
leadership level.      
 
2.3.2  Political Rationale - University Level 
As an indication of the ways that government-led influence affects study 
abroad programming at the university level, Huang (2003) notes that 
“internationalization… comprises attempts to realize mutual communication or 
exchange, largely oriented and regulated by the government” (p. 225).   This project 
adopts the view of Coryell, Durodoye, Wright, Pate and Nguyen (2012) that the 
achievement of a successful approach to study abroad programs “requires a deep 
understanding and appreciation of the institutional context” (p.75) in which study 
abroad programs operate.  Accordingly, this Section reviews the political relationship 
between internationalisation and study abroad programs at the university level, 
recognising that the creation, development and implementation of a university’s 
internationalisation strategy (if one exists) will depend on the university’s 
organisational structure (Bartell, 2003; Daly & Barker, 2010).   For example, 
Marginson (2000) points out that government higher education policies are 
interpreted and implemented differently at each university.  This position will affect 
how internationalisation strategies are set up, including the extent to which study 
abroad programs feature in the strategy.    
With this consideration in mind, Knight (2007) identifies the critical role of 
the university leader in developing and implementing an internationalisation strategy.  
However, in an earlier work, Knight (1997) recognised that even when universities 
have developed an internationalisation strategy, implementation is not an automatic 
process because a “shared commitment to internationalization does not necessarily 
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mean a shared vision, rationale or set of expectations” (p.27).  This statement 
highlights that the extent to which individual university leaders consider study 
abroad a key part of an internationalisation agenda will affect how or if the purposes 
and anticipated outcomes of study abroad programs (as one method for effecting an 
internationalisation agenda) are articulated to the university community.  The effects 
of this process can lead to considerable differences between university departments 
in the ways in which internationalisation (with study abroad programs as one 
component) is understood in theory and in practice (Warwick & Moogan, 2013).   As 
a result, gaps between the espoused rhetoric on internationalisation and the 
operational reality at the university level materialise (Bennett & Kane, 2011; Ayoubi 
& Massoud, 2007).   According to Stier (2004) this is a common problem which 
arises from the fact “that universities are guided by divergent understandings of the 
term ‘internationalization’ as well as by diverging or even contradictory ideologies” 
(p.83).
60
   Given the conundrum of differing (or perhaps unclear) views on 
internationalisation at the leadership level, study abroad programming may either be 
viewed as a priority or an optional experiential learning opportunity.  Three 
comparative studies in particular emphasise this point.  The first (Coryell, Durodoye, 
Wright, Pate & Nguyen, 2012) compares internationalisation processes at four 
universities in the United States and the United Kingdom to examine the challenges 
faced by each institution.  The second (Taylor, 2004) explores the effects of 
internationalisation at four universities in four countries − Canada, the United States, 
Sweden and Australia — observing that study abroad opportunities, particularly in the 
form of university student exchanges, are “an important part of a strategy for 
internationalisation” (Taylor, 2004, p.158).   Thirdly, de Wit (1995) presents a useful 
comparative study on the strategies for internationalisation at select higher education 
institutions in Australia, Canada, Europe and the United States, highlighting that 
decisions on formulating strategies for internationalisation often required cultural 
considerations to be taken into account.  The latter includes consideration of how 
students would engage on an inter-cultural level (Williams, 2005; Anderson, Lawton, 
Rexeisen & Hubbard, 2006), how the duration and length of study abroad programs 
would affect the students’ level of personal and academic growth (Dwyer, 2004), and 
the ongoing benefits to graduates of participating in a study abroad program (Opper, 
                                               
60  Resulting in the confusion noted by Grünzweig and Rinehart (1998) in Chapter 1, Section 1,  
 Definitional Considerations. 
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1990).  The findings of each study had direct bearing on the development of the 
focus of this project.   
In the literature there is a lack of in-depth comparative research on the extent to 
which universities’ internationalisation strategies (or lack thereof) affect the 
management and operation of study abroad programs.  Doyle et al (2010) point out 
that “other obstacles [to study abroad] include the lack of a comprehensive, 
integrated institutional approach to internationalization” (p.474).   Tests have been 
developed to determine the level of internationalisation at universities in two studies.  
In one study (Elkin, Devjee & Farnsworth, 2005) an eleven dimension model was 
developed to enable each university in the study to “assess its current level of 
internationalisation and also its desired level of internationalisation” (p.322).   In the 
second study (Agnew & VanBalkom, 2009) developed a ‘Cultural Readiness for 
Internationalization’ model (CRI) to illustrate how two universities in the United 
States needed to “plan for strategic change to advance an organizational culture that 
invites internationalization” (p.454) from three levels — “micro (individual), meso 
(organizational) and macro (external stakeholders)” (p. 455).  Taking the variance 
between the “espoused and enacted values” (Agnew & VanBalkom, 2009, p. 451) of 
both models into consideration, this project argues that an internationalisation model 
at any university will not progress without the “micro” level input of the university 
leader who then shares the concept at the “meso” (organisational) level in order for 
internationalisation to be developed and implemented within the university 
community and beyond to reach the “macro” level of external stakeholders.   A 
further study (Audas,1990), that emphasises the need for leadership input and 
commitment at the ‘meso’ (organisational) level, found that fourteen universities 
had international education policies resulting from internationalisation efforts, but 
only two universities reported implementation rates of 100%.  Reported barriers to 
policy development and implementation included an organisational structure which 
lacked the appointment of a senior university administrator to oversee all 
international activities.  Presenting results of a university survey which canvassed 
ideas relating to internationalisation, Welch, Yang and Wolhuter (2004) found that 
“75% of respondents reported that an international dimension is not acknowledged in 
the [university’s] mission statement” (p.326).  These statements lead full circle back 
to the need for university leaders to be actively involved in developing and 
implementing internationalisation strategies (with study abroad programs featuring 
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as a key component) before study abroad can be widely recognised as a pedagogical 
practice, as opposed to its current status as an optional addition to the academic 
career of a limited number of students.
61
  The extant literature suggests that study 
abroad as a pedagogical practice is an ideal university leaders can choose to engage 
in, or not, depending on other internationalisation priorities, as previously 
discussed.
62
   To reiterate this point, Asaoka and Yano (2009) acknowledge there is a 
need to foster study abroad because of its contribution to internationalisation. Yet, in 
exploring what steps can be taken to promote study abroad Asaoka and Yano (2009) 
conclude that one of the key issues is the insufficient support at the university 
leadership level.  Accordingly, an overview of the relationship between 
internationalisation and study abroad from within universities in each of the three 
national case-sites follows. 
  
2.3.2 i  Australia 
Australian universities have followed the lead of the government’s campaigns 
by promoting study abroad opportunities to some extent (Daly & Barker, 2010; 
Arkoudis, Baik, Marginson & Cassidy, 2012). Yet, according to a press article (Rout, 
2007)  
“the shortage of students willing to study abroad is causing international 
embarrassment for Australian universities, which stand accused of being more 
interested in export dollars than educational exchanges” (para.1).    
Perhaps this position explains why the visibility of study abroad programs in 
university literature is high.  All Australian universities included in one study (Daly 
and Barker, 2010) incorporated study abroad into the universities’ strategic plan and  
Arkoudis, Baik, Marginson and Cassidy (2012) report that all Australian university 
websites (in their study) now mention that students “have opportunities to study 
abroad or engage in international exchange programs” (p.7).   Consequently, the 
level of commitment by Australian universities to promoting study abroad programs 
is reported to be strong (Pasfield, Taylor & Harris, 2008).   However, Daly and 
Barker (2010) point out that “there is a need to examine awareness and 
understanding of the institution's policies and goals regarding student exchange of 
university staff [at all levels]” (p.340).   The implications of this viewpoint suggest 
                                               
61  For further details see Chapter 4 – Research Findings.  
62  For a full discussion on this topic see Chapter 5, Section 5.4. 
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that, even if a university has an internationalisation plan in place, more often than 
not, the internationalisation lens tends to be directed toward recruiting inbound 
“diploma mobility” students ahead of supporting outbound “credit 
mobility/exchange” students.  As one example, a document produced by the 
University of Queensland (2011) ‘Global Strategy and Internationalisation’ states 
that the university “aims to have a quarter of its undergraduate students study 
overseas during their degrees” (2012, p.19). Yet, with the majority of the strategy 
referring to potential learning outcomes for inbound “diploma mobility” students, it 
appears that the economic incentives in attracting the latter group of students 
outweighs the university’s interest in increasing study abroad participation rates for 
“credit mobility/exchange” students beyond the quantity stated above.  
 
2.3.2 ii  The United Kingdom 
A report commissioned by the Higher Education Funding Council for England 
(HEFCE) in conjunction with several stakeholders, including the British Council and 
British Universities Transatlantic Exchange (BUTEX), observes that  
“senior management are often criticised for the lack of priority given to 
mobility ‘from the top’, and for not backing up fine-sounding policy rhetoric 
with concrete action and resources” (Sussex Centre for Migration Research, 
2004, p.23).   
The suggestion that “mobility” in this instance refers to outbound “credit 
mobility/exchange” students as opposed to inbound “diploma mobility” students 
stems from a United Kingdom study which found that out of eighty publicly funded 
higher education institutions included in the survey  
“only one third… [of respondents] appeared to have a specific plan for student 
mobility.  Promoting outward mobility is secondary to increasing the 
recruitment of fee-paying overseas students” (Sussex Centre for Migration 
Research, 2004, p.7, emphasis added).    
In another study, Warwick and Moogan (2013) also found that study abroad from the 
perspective of “a UK university is mainly focused on international student 
recruitment” (p. 106).  According to Ayoubi and Massoud (2007) out of one hundred 
and seventeen universities surveyed, “74 per cent of UK universities’ mission 
statements include intents on internationalisation” (p.345), while Koutsantoni (2006) 
found that half of the universities in the United Kingdom had an internationalisation 
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strategy.  However, the primary emphasis in each context was again focused on the 
recruitment of inbound “diploma mobility” students.  As with the position in 
Australia on study abroad, the above studies indicate that the economic benefits of 
inbound “diploma mobility” students, outweighs the offering of study abroad 
programs for outbound “credit mobility/exchange” students. 
 
2.3.2 iii  The United States 
According to Bartell (2003) and Helms and Brajkovic (2017), universities in 
the United States generally mention study abroad opportunities either in the mission 
statements, or in their strategic plans.  In a study of thirty-one institutions of higher 
education in the United States, Childress (2009) found that seventy-one percent had 
internationalisation plans which included study abroad but also noted  
“if institutional leaders were not certain they could allocate the resources to 
carry out particular goals for internationalization, then written commitments to 
those goals… were [considered to be] neither in their best interest nor in the 
best interest of the institution” (p.299-300).   
Accordingly, although Dutschke (2009) contends that “study abroad continues to be 
a major factor in campus internationalization” (p. 73), this view is contradicted at a 
collective national level by the acknowledgement that while  
“a few institutions have even made study abroad a requirement for graduation 
…study abroad is still just an ‘option’ that is not well supported, and may even 
be discouraged” (NAFSA, 2008, p.1).   
Perhaps in response to this statement, Hudzik (2011) developed the collegiate 
concept of ‘Comprehensive Internationalization (CI)’ which recommends that 
universities have a campaign to promote cross-campus awareness of 
internationalisation by introducing CI.  According to Hudzik (2011) submissions for 
the annual NAFSA ‘Senator Paul Simon Awards for Campus Internationalization’ 
provide “testimony to the broad array of approaches and the genius of diversity” 
(p.10)  adopted by institutions throughout the United States.   However, conducted 
every five years, the latest survey produced by the American Council on Education 
reports that “internationalization accelerated in recent years” (Helms and Brajkovic, 
2017, p.5) with an increase to seventy-two percent from sixty-four percent at 
participating institutions.  These statistics suggest that ‘Comprehensive 
Internationalization’ (Hudzik, 2011) is not a universal university strategy across the 
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United States.  Furthermore, the report states that “increasing study abroad for U.S. 
students” (Helms & Brajkovic, 2017. p.5) is at the top of a list of participating 
universities’ internationalisation priorities (see Table 2).  This statement is of 
particular relevance to this project because it indicates that participating universities 
acknowledge that efforts to increase study abroad participation is a priority.        
 
Table 2: Priority Activities for Internationalisation  
 (Helms & Brajkovic, 2017, p.5) 
 
Paige (2005) contends that reviewing attitudes toward study abroad is one 
method of assessing the extent to which internationalisation has been implemented at 
universities. This statement assumes firstly, that universities have an 
internationalisation plan, secondly, an internationalisation plan that includes study 
abroad and thirdly, that the plan has been successfully implemented.  In practice, the 
literature indicates that study abroad is, in varying degrees, considered a small 
component of the university’s internationalisation plan (Altbach & Knight, 2007; 
Lindsey Parsons, 2010; Daly & Barker, 2010; Forsey, Broomhall & Davis, 2012).   
 
2.4 Economic Rationale  
2.4.1  Government Level 
From the students’ viewpoint, the costs associated with participating in study 
abroad programs is often considered either a prohibitive factor (Clyne & Rizvi, 1998; 
Siaya & Hayward, 2003;  Liao, 2006; King, Findlay & Ahrens, 2010; Cushner & 
Karim, 2004), or determines which country students apply to study abroad in (Daly, 
2007).   Yet, Doyle et al (2010) found that students were either concerned about 
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being eligible for loans or were unaware that tuition continued to be paid to the home 
university when a study abroad placement had been arranged at an international 
partner university.  Furthermore, students were unaware of the possibility that 
financial support may be available to assist in defraying study abroad costs.
63
  In 
light of these observations, a brief review of the government financial initiatives to 
support study abroad in each national case-site follows.  
In the late 2000s, the Australian government introduced the Overseas Higher 
Education Loan Program (OS-HELP), a loan scheme designed to provide funding 
for study abroad students’ costs, such as travel, accommodation or other expenses 
(Department of Education, Employment and Workplace Relations, 2009).  Yet, in a 
report prepared for the Australian Universities International Directors’ Forum, Olsen 
(2014) notes that only twenty-one percent of students were either supported by funds 
provided by OS-HELP, or a combination of OS-HELP and alternative resources.   
In the United Kingdom, the funding arrangement for study abroad students is 
considerably more favourable.  In addition to having the option of applying for 
Erasmus+ loans for placements in European destinations, students who study abroad 
for an academic year beyond Europe pay reduced tuition fees at the home university 
at the directive of the government. Outlining this government policy in 2013, thus 
signalling a longer-term commitment from the Conservative government to increase 
study abroad participation rates, the Minister for Universities and Science, David 
Willets announced: 
“the 15% tuition charge and loan cap will also apply, for the first time in 2014-
15, to students starting their course on or after 1 September 2012 who are 
taking a study year abroad at overseas institutions outside of the Erasmus 
scheme. These extended support arrangements emphasise the importance I 
attach to students gaining mobility experience” (Willetts, 2013, para.7, 
emphasis added). 
Given that university tuition fees in England were £9,000 a year at the time of this 
statement, the reduction in tuition fees might be considered a significant factor in 
increasing the percentage of outbound “credit mobility/exchange” students.  
However, subsequent study abroad statistics fail to reflect a strong student response 
to this policy.  One possibility is the government’s requirement for students to study 
                                               
63  See Chapter 4 – Research Findings for a full discussion. 
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abroad for one year may not be possible for some students due to a range of other 
commitments.
64
  Another possibility corresponds to how students access information 
to alleviate financial concerns.  A poignant indication of these challenges (at the time 
of writing) is intimated via advice from the British Council website wherein the 
section on study abroad finance states   
“the cost of living abroad varies depending on the country you choose to visit. 
Eligible Erasmus+ students receive a grant of €280 – €330 a month towards 
accommodation and living expenses, on top of any existing grants or loans that 
are in place through your current university… There’s also an extra €120 a 
month available for students who already qualify for additional support for 
higher education… you may even be able to take advantage of a financial 
contribution for your existing UK tuition fees if you study abroad for the whole 
academic year” (British Council, 2018, para.9). 
To obtain further information, students are advised to consult with an Erasmus+ 
representative at their university.  Given that the reference to Euros implies that 
placements are in Europe, this information may detract students seeking to study 
abroad beyond this geographic region. 
In a United States’ study, Chieffo (2000) found that students cited cost as the 
main obstacle to study abroad participation.  In view of the observation (Bolen, 
2001) that “federal financial aid became explicitly available for study abroad 
students in 1992” (p.186) this statement may seem surprising.  However, as 
discussed above, students are not always aware of the availability of financial aid, 
fail to investigate, or learn they are not eligible to apply for it.  In the United States a 
number of study abroad scholarships are also available.  One example is the Gilman 
scholarship, offered with support from the Department of State, Bureau of Education 
and Cultural Affairs, which grants scholarships of up to US$5,000 to eligible 
students.
65
  Yet, scholarships such as the Gilman draw from limited resourcing and 
applications can be fiercely competitive.
66
   Another United States’ funding source, 
the Boren Scholarship, emerged as part of the National Security Education Program 
(NSEP), following the National Security Education Act of 1991.  However, Boren 
scholarships are available specifically for  
                                               
64 Including, but not limited to, family or employment responsibilities.   
65  Only students who receive the federal Pell grant are eligible to apply. 
66  See Chapter 4 – Research Findings for a full discussion. 
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“undergraduate students to study less commonly-taught languages in world 
regions critical to U.S. interests and underrepresented in study abroad, 
including Africa, Asia, Central and Eastern Europe, Eurasia, Latin America, 
and the Middle East” (Nevadomski Berdan, Goodman & Taylor, 2013, p.98).   
The strategic significance of targeted study abroad programming within specific 
geographic regions indicates there is some understanding that study abroad can 
strengthen cross-cultural connections and diplomatic status and at both government 
and university levels.  On balance however, government financial support for study 
abroad is somewhat lacking in the United States (Altbach and Teichler, 2001).  This 
position highlights that universities, as the subsequent responsible body (see Level 2, 
Figure 2, pp.17 and 28), need to provide funding to compensate for any shortfall in 
government funding.  That many universities do not or cannot, despite increasing 
calls for them to do so, calls for an overall review of universities’ positions on study 
abroad funding.
67
    
 
2.4.2  University Level 
de Wit (1995) and Knight and de Wit (1997, 1999) indicate that economic 
rationales are one factor which drives internationalisation.   However, as a result of 
the decline in government spending on higher education, the literature more often 
considers universities’ economic rationale for study abroad is directed towards 
securing funding by recruiting inbound “diploma mobility” students (Marginson, 
2002; Scherrer, 2005; Bolsmann & Miller, 2008).  This situation accounts for the 
emergence of contemporary “corporate” universities (Marginson, 2007).   
The lack of consistent government funding for higher education overall places 
responsibility on universities to provide financial support for outbound “credit 
mobility/exchange” students.  However, the varying degree to which universities 
respond begs the question to what extent the value of study abroad is understood.  
The value of study abroad for students’ academic, personal or professional 
development is recognised (Davis, Milne & Olsen, 1999; Bracht, Engel, Janson, 
Over, Schomburg & Teichler, 2006).   From a financial perspective, Woolf (2007) 
presents the ‘industry’ view that universities which offer study abroad programs on a 
user-pays basis do so because “chief financial officers (and presidents) perceive 
                                               
67  See also Chapter 5, Section 5.2.2 for further details. 
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short-term programmes [sic] as income-generating profit centres” (p.502).  There is 
also recognition that study abroad has a role to play in a “growing worldwide labour 
market for highly skilled personnel” (Altbach & Teichler, 2001, p. 5) which 
potentially benefits the national economy and individual students.  Likewise, in an 
increasingly multicultural world, study abroad students are considered more likely to 
gain employment, either in their home country or overseas, than students who remain 
at home (Herren, 2008; Norris & Gillespie, 2009; Crossman & Clarke, 2010; Curran, 
2007; Wiers-Jenssen, 2008; Potts, 2015).  Indeed universities often regard study 
abroad as one method which will prepare students to work in a multicultural world 
(Crossman & Clarke, 2009).  However, from an employer’s standpoint, Curran 
(2007) notes the inclusion of a study abroad placement on a resume may be an 
attraction or a deterrent, depending on the employer’s views on study abroad.  
Therefore, if students are unable to articulate their study abroad experience in a 
meaningful way to a potential employer in a job interview, a study abroad experience 
may be viewed as a negative factor (Reilly & Senders, 2009).   
Literature relating to the value of “credit mobility/exchange” from the 
university viewpoint is limited, perhaps because study abroad can be discouraged by 
senior administrators because there is no financial benefit to the university, as de Wit 
(2002) observed.  Indeed, the dominant view in the literature is that  
“traditional internationalization [featuring study abroad as one component of 
the broader term] is rarely a profit-making activity, though it may enhance the 
competitiveness, prestige, and strategic alliances of the college” (Altbach & 
Knight, 2007 p.293).   
Against the background of the competitive international higher education 
marketplace, this statement indicates that the other values of study abroad (such as 
academic and cultural/social) are less significant because study abroad programs are 
viewed as a marketing product to entice local students to study at the university (thus 
boosting the university budget through tuition fees).
68
  For example, a statement 
made by the Chief Executive of Universities Australia in a media release presents the 
potential role of study abroad students in relationship-building:  
                                               
68  See Chapter 5 – Discussion. 
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“through the exchange of students on a grand scale, we’re forging relationships 
that underpin our future diplomacy, trade, business links, cultural insight, and 
personal connections” (Universities Australia, 2016, para.8)  
However, in a demonstration of the way that the value of study abroad is more often 
viewed in terms of the financial rewards to be gained from recruiting inbound 
“diploma mobility” students, advocacy for the potential contribution that outbound 
“credit mobility/exchange” students can make is missing from an earlier comment in 
the same media release that states "Australia is a destination of choice for 
international students because of the quality of the world-class education on offer 
here, the outstanding student experience and our rich cultural diversity” (Universities 
Australia, 2016, para. 6, emphasis added).   
In the United States, Paus and Robinson (2008) consider that “an institution’s 
financial aid policy is critical in overcoming the financial concerns of potential study 
abroad students” (p.35).  This statement again suggests that there is an expectation 
that universities will provide financial assistance to students who cannot otherwise 
afford to study abroad.  That the same is true for students at universities in the two 
other research case-sites presents a need for a line of inquiry into what financial 
arrangements universities do offer to support students’ study abroad goals, 
particularly as university budgets are often already stretched to capacity.  
Consequently, the resultant financial practice in relation to study abroad 
programming will largely depend on the view of the university leader toward study 
abroad.
69
 
 
2.5  Academic Rationale  
Although the term ‘internationalisation’ has been historically associated with 
study abroad, there is little literature that discusses the two in an academic context 
which raises questions regarding the extent to which the study component within 
study abroad programs is understood at the university level.   
A study featuring business schools and related departments (Elkin, Devjee, & 
Farnsworth, 2005) reports that students were provided with the opportunity to study 
courses that featured the word “international”, but concludes that there was no 
uniform approach across other academic departments at universities that participated 
                                               
69  Chapter 4 (Research Findings) will provide insights into the array of participants’ responses. 
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in the study.  Henthorne, Miller and Hudson (2001) refer to study abroad in 
conjunction with internationalisation, but only to note that the need to develop a 
study abroad program in international business education arose because of a lack of 
business students’ international knowledge.   
 
2.5.1  Academic Credit 
Although the term “credit mobility” (King, Findlay & Ahrens, 2010, p.3) has 
been applied to outbound study abroad students throughout this project, the process 
of transferring credit is far from straightforward and this stands as a major 
disincentive for prospective study abroad students (Sowa, 2002; Daly, 2007).  The 
statement that there is an urgent need to ensure “clarity of credit transfer systems” 
(King, Findlay & Ahrens, 2010, p.3) highlights the complexities of this topic.
70
    
Teichler (2003) outlines issues concerning the recognition of academic credit 
and the process of transferring credit in Europe through the European Credit 
Transfer System (ECTS) which has been applied across European countries.  Healy 
(2008) reported that one Australian university was examining how the European 
Credit Transfer System could be adapted to fit the university’s accreditation system.   
However, that a survey on student mobility and credit transfer processes featuring 
Australia, the United Kingdom and the United States fails to report on the process of 
transferring overseas academic credit suggests that the different international higher 
education systems are incompatible (Junor & Usher, 2008).
71
  
One method suggested to overcome credit transfer issues is to introduce 
degrees which incorporate a study abroad element.  Brustein (2007) reports that this 
initiative has been successfully implemented at two universities in the United States. 
In this situation, given that students work directly towards their degree program 
while abroad, issues relating to credit transfer are removed because the study abroad 
component is integrated into the academic program by the home university, with 
approval granted by academic staff prior to the students’ departure.  Although an 
increasing number of universities in the United States are introducing this option, the 
practice is not widespread because it will depend on the academic structure of the 
degree.  Indeed, the United States’ higher education system is reported to be a 
frequent obstacle in deterring students from participating in study abroad programs 
                                               
70  See Chapter 4 – Research Findings, for a full discussion on this topic. 
71  See Chapter 4 – Research Findings, for a full discussion on this topic. 
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because credit transfer issues may increase the time it takes for students to complete 
their degree and graduate (Sowa, 2002).  Such a delay may have further financial 
repercussions on students.
72
   
In the United States, study abroad is often referred to as “Junior Year Abroad” 
(Carlson & Widaman, 1988, p.1; Chieffo & Griffiths, 2004, p.165; Lincoln 
Commission, 2005, p.13; Vande Berg, 2007, p.392).  Given that the ‘Junior Year’ is 
the third year of the degree many students have often completed their General 
Education classes by this stage of the degree program.
73
  Therefore, this academic 
status level often necessitates study abroad students needing to obtain academic 
credit for courses taken overseas in order to meet degree requirements and graduate 
on time.
74
  Presenting the Australian position, Daly (2007) suggests that further 
research on the topic of academic credit  is conducted because currently Australian  
“students must consider the relevance of the exchange opportunity to their 
degree, the availability of an appropriate credit transfer system and the possible 
effect the time abroad may have on prolonging their degree”  (pp.126-7).75   
One general suggestion for overcoming transfer credit difficulties is to make 
international educators responsible for reaching out to Dean’s and Department Chairs 
in academic departments to design  
“undergraduate programs that will let their students earn area studies 
certificates or Minors truly linked and relevant to their disciplines, or 
carefully thought-out disciplinary or international and area studies Majors in 
which both disciplinary expertise and area/international studies are fully 
integrated” (Brustein, 2007, p.385).   
Although the reference to international educators is vague, the statement indicates 
that university leaders need to take responsibility for assessing the degree structure 
and content, in conjunction with senior academic staff.  However, Krawutschke and 
Sideli (1993) point out that, in the United States, “even if your top administration is 
committed to education abroad, faculty [academic staff] attitudes can create barriers 
that are very hard to overcome.  Faculty fears that study abroad will take away some 
of their best students especially in the junior year when faculty feel students need to 
be concentrating on their academic major are legitimate concerns, since students who 
                                               
72  See Chapter 4 – Research Findings for a full discussion on this topic. 
73   See Chapter 4, Section 4.5 for a full discussion on this topic.   
74  Typically a United States degree takes four years to complete.   
75  A full discussion on timing follows in Chapter 4, Section 4.5.    
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study abroad are likely to be above-average students” (p.27).76  Another suggestion is 
that a clear understanding of the academic content of study abroad programs, at any 
stage in the students’ academic career, should be established as a key component of 
an institution’s credit transfer policy (Christensen, 1994).  However, this advice is 
directed towards universities that operate their own study abroad programs, as 
opposed to placing students at overseas partner universities in accordance with a 
study abroad agreement.   In the majority of study abroad placements, because the 
students’ home university is not responsible for the academic content of the courses 
students enrol in at an overseas university, students need to obtain approval from 
academic staff at their the home university prior to departure to ensure that credit 
will be granted for courses completed overseas.
77
   
On a wider international scale, Teichler (2004) discusses internationalisation as 
a mode of knowledge transformation which some universities have responded to by 
introducing combined degrees with an overseas partner university.  One example is 
the University of Technology Sydney (Brill, 1998).  Expanding on the collaborative 
nature of international education even further, Brodin (2010) recommends that 
academics are allocated time to plan and develop courses in collaboration with 
colleagues at overseas institutions. While both proposals are sound in theory, they 
are limited in practice due to conflicting goals of administrators and academic 
departments.  There is recognition that academic staff have a major role to play in 
positively affecting study abroad participation rates (Loberg, 2012) and in granting 
academic credit for overseas study (Teichler, 2003).   However, Hembroff and Rusz 
(1993) point out that some academic staff fail to endorse study abroad participation 
because they “have not been abroad themselves or do not value study abroad 
experiences” (p.4).   Other literature suggests that the lack of support for study 
abroad from academic staff is not uncommon (Stohl, 2007; Asaoka & Yano, 2009).   
In view of the difficulties outlined in this Section, students’ concerns about 
obtaining recognition of overseas academic credit at the home university are not 
without foundation (Altbach & Knight, 2007; Daly, 2007; Sussex Centre for 
Migration Research, 2004).  Furthermore, Carbonell (2014) points out that the topic 
continues to be an ongoing issue in each of the three national case-sites.
78
   
                                               
76   Note the references to “junior year” and the critical role of faculty (academic staff). 
77  See Chapter 4 for a detailed auto-ethnographic account of this process. 
78  See Chapter 4 – Research Findings for a full discussion on this topic. 
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2.5.2 Internationalising the Curriculum 
According to Bell (2004) “internationalising the curriculum is a strategy for 
the internationalisation of higher education” (p.50). Accordingly ‘internationalisng 
the curriculum’ has become a common idiom in the literature (Knight, 2001; Welch, 
2002; Bartell, 2003; Huang, 2003; Brustein, 2007; Lindsey Parsons, 2010; Crossman 
& Clarke, 2010; Killick, 2012; Leask, 2001; Leask, 2007; Stone, 2006; Schuerholz-
Lehr, 2007). Yet, Burn (2002) describes calls to internationalise the curriculum as 
one of the “most prickly, trying, and time-consuming internationalization strategies” 
(p.253). Difficulties are encountered in not only developing an internationalised 
curriculum but in gaining the academic staff’s commitment to, and interest in, 
delivering it (Stohl, 2007). Furthermore, of particular relevance to this project is that 
discussions are largely centred on the need for curricula to be designed or altered to 
assist the learning needs of inbound “diploma mobility” students (Leask, 2001; 
Stone, 2006; Schuerholz-Lehr, 2007). At an Australian university the presence of 
international students raised concerns about the effectiveness of teaching methods for 
both inbound international “diploma mobility” and local students (Manning, 2006). It 
has also been pointed out (Brustein, 2007) that simply adding an international focus 
to a course is not considered an effective learning method. Leask (2009) reports that 
models of curriculum internationalisation have been developed which include a 
“dynamic interplay of teaching and learning processes, content, and experiences in 
and out of the classroom” (p. 208). However, this comment applies to designing a 
curriculum designed to suit local and international students, rather than to prepare 
outbound “credit mobility/exchange” students for a study abroad placement. 
Efforts have been made to ensure that an international education is available 
to all students in classroom settings at universities in each of the project’s national 
case-sites. In Australia, Arkoudis, Baik, Marginson and Cassidy (2012) report that 
some universities are focused on finding a way of “internationalising the student 
experience” for all students (p. 5). In the United Kingdom, a report prepared for the 
Equality Challenge Unit (Eade & Peacock, 2009) indicates that participating 
universities were committed to including all students (both international and home 
students) within their internationalisation plans. In Europe the term for teaching 
international and local students in the same classroom has been coined  
‘Internationalisation at Home’, or ‘IaH’ (Crowther, Joris, Otten, Nilsson, Teekens, & 
Wächter, 2000; Nilsson, 2003).  ‘IaH’ is designed to provide all students with an 
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opportunity to have “an international dimension during their time at the university” 
(Nilsson, 2003, p.31).  Yet, this seemingly inclusive view is contradicted by the 
admission that “Internationalisation at Home is any internationally related activity 
with the exception of outbound student mobility” (Nilsson, 2013, p.31, emphasis 
added).  The differing views toward study abroad by academic staff has led to what 
Ellingboe (1998) describes as a “Great Divide [sic] between attitudes of curricular 
and systemic change” (p.214) because some educators have little interest in 
internationalising the curriculum while others accept the necessity.   
Yet, the dominant sense in the literature is that universities have 
internationalised curricula to service the particular learning requirements of inbound 
“diploma mobility” students, as well as local students, with little thought either to the 
pre-departure preparation of outbound “credit mobility/exchange” students, or, at a 
minimum, engaging the latter group of students in classroom discussions upon their 
return to the home campus.   As a result, references to designing a curriculum which 
incorporates the academic needs of outbound “credit mobility/exchange” students are 
limited to one international educator (Kitsantas, 2004) who identified a need to 
prepare students for the potential attainment of cross-cultural skills and global 
understanding in order to “maximize the positive outcomes of their study abroad 
experiences” (p.442) through adequate pre-departure training.79   
 
2.6  Cultural/Social Rationale  
2.6.1  University – Leadership Level 
  A key cultural/social barrier which inhibits study abroad participation from 
within universities in Australia is “the perceived lack of a culture of study abroad” 
(Davis, Milne & Olsen, 1999, p.88 emphasis added).  This critical factor appears to 
have been largely overlooked in the literature, with a survey of universities in the 
United Kingdom (Carbonell, 2014) indicating it is also an issue in the United 
Kingdom.  These observations point to “a need to examine awareness and 
understanding of the institution’s policies and goals regarding student exchange of 
university staff” (Daly & Barker, 2010, p. 340) in the literature across each national 
case-site.  Accordingly, this Section will review the literature from the university 
level − Level 2 of Learning Experiences Radial LER 2 (Figure 2, pp.17 and 28) − by 
                                               
79  See Chapter 5 – Discussion for more on this topic. 
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following the top-down hierarchical staffing structure of most universities to 
examine the varying position on study abroad programs, commencing with university 
leaders.    
Stohl (2007) reports that the President of a university in the United States 
appointed a senior university study abroad administrator to co-direct “a task force to 
‘internationalize’ the university” (p.361) which had some degree of success.  In a 
study aimed at defining “what constitutes intercultural competence and the best ways 
to measure this complex construct” (Deardorff, 2006, p.242) the participants were 
senior administrators at universities in the United States.  However, Aylmer (2012) 
noted that one of the participants was President of a university with no 
internationalisation plan which attracted a high number of inbound “diploma 
mobility” students, but provided little support to outbound “credit 
mobility/exchange” students.80  According to Brustein (2009) “most internationalized 
institutions [in the United States]” (p.259) have appointed a Senior International 
Officer (SIO) who reports either directly or indirectly to the university leader (or 
other executive officer such as the Vice President or Vice Provost).  However, 
Brustein (2009) laments that “there are unfortunately still too many situations… 
where the SIO reports indirectly… obviously the more doors there are… the greater 
expenditure in time and the less likely the SIO’s input will be presented as a priority” 
(p.259).  Although this comment implies that some SIO’s may have a degree of 
autonomy in relation to internationalisation, it is more likely that the SIO acts in 
accordance with the directive of the university leader.
81
  Thus, overall, the approach 
to internationalisation by the university leader has a critical impact on study abroad 
at a cultural/social level.
82
     
 
2.6.2  University – Administrative Levels 
Continuing to follow the ‘top-down’ university hierarchical management 
structure, this Section reviews the literature on the extent to which the role of 
administrators is considered in facilitating study abroad as a cultural/social activity.  
This review is highly relevant to this project as Daly (2007) observes that Australian 
“students remained at home… due to a lack of awareness of exchange opportunities 
                                               
80  For further details see Chapter 5 
81  See Chapter 4 - Research Findings for further discussion. 
82  For more details see Chapter 4 - Research Findings and Chapter 5 - Discussion. 
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at the home university” (p.iii).  That this observation extends to other institutions 
outside Australia (Sussex Centre for Migration Research, 2004; British Council, 
2015, Van Der Meld, 2003) indicates a need to examine the extent to which the 
literature features the views of study abroad professionals at the administrative level. 
At the management level, King, Findlay and Ahrens (2010) report that 
interviews with “ ‘mobility managers’ were conducted in a sample of UK 
universities” (p.4).  The interviews featured questions relating to general trends in 
student mobility which provided a brief description of each university’s study abroad 
policies and practices.  However, overall, the latter were found to lack consistency.  
Woolf (2007) notes the necessity for ensuring that the administrative skills of study 
abroad managers are adequately developed, but offers no specific methods for 
achieving this outcome.  In a study of the factors affecting study abroad participation, 
Doyle et al (2010) employed a multimethod of “student surveys, tertiary institution 
case studies, and interviews with key stakeholders” (p.471) with the latter including  
“key senior managers who had responsibility for oversight and management of 
student exchange programs [and] student exchange program managers who 
administered such programs” (p.477).   
The study found that only two institutions had study abroad policies and procedures 
in place, although all participating institutions offered a range of study abroad 
options.
83
   
At the student-facing administrative level, study abroad staff in selected 
Japanese universities were invited to make suggestions via an online survey on how 
to promote study abroad programs (Asaoka &Yano, 2009).  However, the 
quantitative methodology did not allow the participants to expand on their answers. 
Nonetheless the study acknowledges that “the nurturing of qualified advisors and 
counselors for ‘study abroad’ is necessary” (p.186).   In the United States, a study 
claimed to provide “administrators… with valuable information about their own 
performance… as well as with information about their exchange partners” (Van Hoof 
& Verbeeten, 2005, p.44).  Yet, given that respondents were either exchange or 
inbound “diploma mobility” international students, the data was based on the 
students’ perspective.   Daly and Barker (2005) sent a quantitative questionnaire to 
“staff at the International Exchange offices” (p.30) in a study which predominately 
                                               
83  See Chapter 5 – Discussion. 
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provided data on students’ participation rates.  Bolen (2001) comments that “students 
and parents tend to have less [study abroad] knowledge and rely more heavily on the 
judgments of university advisors” (p.194).  In the same context, in a case study, 
Paige (2003) found that study abroad advisors are important because “they help 
students to see study abroad as a viable option rather than an unattainable educational 
experience” (p.57).  A study of communication methods employed to prepare study 
abroad students for culture shock mentions, almost in passing, that the majority of 
research participants had had an overseas study experience (Sobre-Denton & Hart, 
2008).  Although qualitative semi-structured interviews were conducted with 
“student mobility ‘experts’, who had an understanding of what would influence 
exchange students to choose the host country, host city and host university” 
(Llewellyn-Smith & McCabe, 2008, p.596), the position/s held by the “experts” is 
unknown.    
Deploying a mixed method approach, Loberg (2012) recognises that the deep 
level of study abroad professionals’ knowledge had previously been untapped.  
However, Loberg (2012) reports that more of the study’s participants were 
representatives from third-party study abroad providers than university study abroad 
professionals.  Altbach and Teichler (2001) recognise that an international overhaul 
of mobility and exchanges needs to be conducted and that it will require there “to be 
a dialogue that takes into account the realities and needs of all of the constituencies” 
(p. 22).   Furthermore, Bolen (2001) notes that study abroad professionals can 
influence “policies at the federal, state, professional association, and institutional 
level” (p.196).  Yet, the literature review indicates that, to date, the views of study 
abroad professionals with responsibility for the management and operation of study 
abroad programs have not been sought via a qualitative study.  The paucity of 
literature featuring the voices of study abroad professionals on their work 
experiences informed the selection of the project’s research participants and the 
methodology.
84
  This project posits that the lack of qualitative data derived from 
study abroad professionals to date has a significant impact on students’ ability to 
participate in a study abroad program because the professionals’ experiences will 
reveal the extent to which the rationales for internationalisation (de Wit, 1995; 
Knight & de Wit, 1997, 1999) act as either motivational or inhibiting factors.  This 
                                               
84  See Chapter 3 – Methodology for full details. 
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finding will go some way towards answering the primary research question “Why 
don’t more undergraduate students study abroad?”85   
 
2.6.3  Student Level 
Participation in a study abroad program affects students’ attitudes to other 
cultures (Carlson and Widaman, 1988), with intercultural competence cited as a 
desired outcome (Deardorff, 2006; Salisbury, An & Pascarella, 2013) and 
intercultural awareness listed as a key university graduate attribute (Bakalis & Joiner, 
2004; Stone, 2006).  Students’ reflections on study abroad experiences have been 
assessed and evaluated (McLaughlin & Johnson, 2006) and one study (Forsey, 
Broomhall & Davis, 2012) found that some students gained no intercultural learning.     
On a more positive note, Carlson and Widaman (1988) and Lindsey Parsons 
(2010) report on students’ learning outcomes and other benefits gained from study 
abroad participation.  Dolby (2004) and Killick (2012) discuss how a study abroad 
placement expands students’ learning about cultural others and also allows students 
to understand their own place in the world.  For students learning languages the 
potential to gain cultural/social benefits is evident through daily language practice 
with locals (Allen & Herron, 2003; Magnan & Back, 2007; Dervin, 2010).  Aside 
from improving language skills, Chieffo and Griffiths (2004) compared the overall 
intercultural learning of students who studied abroad for a month compared to 
students who remained at the home university and noticed a considerable difference 
in the study abroad students’ understanding of ‘cultural others’.     
The majority of literature suggests that study abroad is limited to a small group 
of students who can afford to participate, described in the United Kingdom as 
“Eurostars” (Recchi & Favell, 2009) perhaps because of the assumption that most 
students will select the Erasmus+ program option.  Gerhards and Hans (2013) 
observe that “study abroad differs significantly according to the economic capital of 
the child’s parents” (p.99).  Perhaps for this reason, Brustein (2007) asserts the 
cultural/social viewpoint that study abroad students tend to be “white, female, 
middle-class, majoring in the humanities or social sciences” (p.383).   In the same 
context, the Sussex Centre for Migration Research (2004) and Doyle et al (2010) 
point out that study abroad students have previously travelled abroad which suggests 
                                               
85  See Chapter 4 – Research Findings. 
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that some students have access to funds because of their socio-economic background.  
Yet, other studies (Murray Brux & Fry, 2010; Wick, 2011) indicate that universities 
are actively promoting study abroad programs as a cultural/social academic 
opportunity to a wider selection of the student population which has formerly been 
under-represented.   
 
2.7   The Position of Study Abroad 
According to Burn (2002) “studying abroad and student exchanges are 
powerful internationalizers of higher education” (p. 256).  However, this statement 
assumes that the home and host university share the same attitudes towards, and 
understanding of, study abroad.  In the literature, study abroad has largely been 
overshadowed by the definitions of internationalisation and the financial rewards to 
be gained at both government and university levels from placing the recruitment of 
inbound “diploma mobility” students ahead of the resources required to support 
outbound “credit mobility/exchange” students.   This chapter has highlighted that the 
rationales for internationalisation (de Wit, 1995; Knight & de Wit, 1997, 1999) 
present as myriad institutional factors which promote or inhibit study abroad 
participation, thus exposing the ‘disconnect’ between the study abroad rhetoric and 
practice and highlighting that there is more than one answer to the primary research 
question “why don’t more undergraduate students study abroad?”   
  
71 
 
Chapter 3 
Methodology 
3.0 Introduction 
This chapter details the methodology applied to map an understanding of study 
abroad from the “Inside-Out.” As outlined in Chapter 1, it was from my own 
experiences that applying this perspective to the thesis first emerged. Thus, this 
inquiry began from the “Inside-Out” and following inquiries with other study abroad 
professionals about their own experiences, sought to understand the factors affecting 
the management and operation of study abroad programs from an expanded “insider” 
perspective. 
This was a project for which either a quantitative or qualitative methodology 
would have yielded useful insights.  However in order to understand how study 
abroad programs operate in practice through the lived experience of study abroad 
professionals (in alignment with the application of Experiential Learning Theory 
(ELT) to this project as discussed in Chapter 1), an interpretivist, qualitative 
methodology was selected with accompanying interview, document analysis and 
reflexive data collection techniques. A further, important aspect of the perspective of 
this project was that it was from my own experience as a study abroad professional 
and researcher that this inquiry proceeded.   
This form of inquiry which focuses on the experience of study abroad 
professionals is currently absent from the literature with most studies predominantly 
interested in factors affecting the students’ decision to study abroad (Mazzarol & 
Soutar, 2002; Salisbury, Umbach, Paulsen & Pascarella, 2009), destinations of study 
(Llewellyn-Smith & McCabe, 2008), relative levels of academic attainment (Vande 
Berg, 2007) and socio-economic background (Stroud, 2007).  These studies largely 
apply quantitative research methods which focus on the statistical analysis of large 
datasets relating to student enrolments.  Furthermore, the studies are heavily 
concentrated on study abroad programs in the United States. 
The first Section (3.1) Qualitative Research Design describes how the selection 
of a design which incorporates both auto-ethnographic and ethnographic techniques 
(3.1.1 - 3.1.2) has been critical in providing detailed practitioner-based knowledge 
for this project.  The following Section Research Participant Selection (3.2) outlines 
how the duality of my professional/researcher position guided the participant 
selection process and the development of a collaborative researcher/participant 
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relationship via the ethnographic data collection techniques described in the Section 
on Data Collection (3.3).  The Data Analysis Section (3.4) indicates how the 
researcher/participant relationship was then strengthened during the data analysis 
process and how concomitantly the ethics procedures that I followed established the 
validity of the data analysis.  In all, this chapter outlines the nature of the qualitative 
methodological framework and details how this method was deployed to conduct this 
research.   
 
3.1 Qualitative Research Design  
3.1.1  Auto-Ethnography 
At an early stage in the research, perhaps even during our first Skype meeting, 
a former doctoral supervisor advised me to keep a research diary.
86
   As I had already 
written a number of initial thoughts in a notebook, based on my professional 
experience and informal conversations with other study abroad professionals, I 
transferred the notebook entries into a freeform Microsoft Word document which I 
entitled ‘Initial Thoughts’.  Consequently, this document contains all the thoughts 
and comments on study abroad including, but not limited to, what I already knew (or 
thought I knew), what I wanted to know, how I would go about gaining that 
knowledge, how I would then share that knowledge and what the research goals are.   
I kept the notebook close at hand and regularly added new thoughts and ideas that 
occurred to me during the course of my professional work (i.e. attending study 
abroad meetings and conferences)
87
 and in the preparation of doctoral coursework 
assignments during the almost six years that have passed since I enrolled as a 
doctoral candidate.  Regularly transferring comments from the notebook to the 
‘Initial Thoughts’ Microsoft Word document throughout my doctoral candidature 
provided me with an opportunity to further consider particular points or topics and 
more easily search for key words as part of the review process.  In this way, the 
‘Initial Thoughts’ document is an account of my experience as a professional and 
researcher which has enabled me to trace the development of my ideas on this project 
and write this thesis.  A thirty page document in its final form, the ‘Initial Thoughts’ 
                                               
86  As an online distance learning student, I have never met either of my doctoral supervisors in  
 person. 
87  See later in this Chapter (Section 3.3.1) for details 
73 
 
document charts the journey the project has taken to arrive at “Being Here” from 
“Being There” (Geertz, 1988).    
The reflexive nature of the ‘Initial Thoughts’ document further informed my 
decision to select a qualitative inquiry as the most appropriate research method for 
this project − not least because “qualitative researchers focus on how people make 
sense of or interpret their experience” (Ary, Jacobs, Sorensen Irvine & Walker, 2018, 
p.377), but equally because this method resonated with my own approaches to 
seeking understanding.  To emphasise this point, the decision to apply a qualitative 
research design was reinforced by considering the four phases of Experiential 
Learning Theory − ELT (Kolb, 1984), consisting of concrete experience, reflection, 
abstract conceptualisation and active experimentation leading full circle back to 
concrete experience in relation to my personal, academic and professional journey 
(as discussed in Experiences 1- 4 in Chapter 1, pp. 10-17).  To emphasise the latter, 
extensive notes are incorporated into this thesis from the ‘Initial Thoughts’ document 
and other datasets (predominantly documentary and interview material) are applied 
to examine study abroad professionals’ experience in detail from the “Inside-Out”.    
I subsequently selected auto-ethnography as a method for interrogating these 
personal reflections and other notes recorded in the ‘Initial Thoughts’ document. 
Considered a “form of self-narrative that places the self within a social context” 
(Reed-Danahay, 1997, p. 9), auto-ethnography provided me with the means of 
critically interrogating the assumptions that I brought to this research, inflected as 
they were from my experience as a study abroad professional with an individual local 
understanding of study abroad practices and processes.  Accordingly, auto-
ethnography presented as the most appropriate method to capture my local in-depth 
knowledge of study abroad by providing a lens for making sense of, and 
interrogating critically, those experiences I have had (Experiences 1-4) and as 
recorded in the ‘Initial Thoughts’ document.   The observation that “closeness, 
subjectivity, and engagement” (Tedlock, 2005, p. 467) are considered strengths in 
auto-ethnography, not limitations cast aside any concerns that the data collection 
method would not reflect an objective perspective.  Furthermore, Skott-Myhre, 
Weima and Gibbs (2012) explain that    
“The telling of one’s experience is not to attempt to explain or to seek the 
singular truth, but rather to bring attention to the complexities of lived 
experiences” (p. xv). 
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Expanding on the consideration of study abroad as a ‘culture’ (Davis, Milne & 
Olsen, 1999; Daly & Barker, 2010), I view myself as something of a “cultural 
insider” (Amos Hatch, 2002, p.21) by virtue of Experiences 1-4 outlined in Chapter 
1.   To explain the consideration of study abroad as a ‘culture’ Spradley (1979) 
contends that  
“whenever people learn a culture, they are, to some extent, imprisoned without 
knowing it… [i.e.] ‘culture-bound’ living inside a particular reality that is taken 
for granted as ‘the reality’ ” (p.10).   
As a study abroad professional and researcher, I have considerable knowledge of the 
study abroad field.  However, because study abroad is impacted by several national 
and local factors (as discussed in Chapter 2), my in-depth professional knowledge 
resulted from being located within a cultural setting at one university in the United 
States for nine years.
88
 Accordingly, as a researcher, I refute the assertion that “by 
understanding yourself comes understanding of others” (Ellis & Bochner, 2000,  
p. 738).   There were and are nuances in the way that study abroad programs come to 
be conducted, with these often resulting from national or local developments. 
Accordingly, this thesis admits to a level of partiality in claim, but remains 
nonetheless a record of the experiences which my participants and I have had as 
study abroad professionals in a range of university settings. While not seeking to 
assert a ‘Truth’, this thesis will however disclose a range of experiences of study 
abroad framed initially by my own reflections and auto-ethnographic accounts.  
The following extract from the ‘Initial Thoughts’ document (noted during a 
discussion at a meeting of study abroad professionals I attended early in my doctoral 
candidature) demonstrates my awareness as a researcher that solely describing my 
professional experience would have a limited effect on a project which seeks to 
examine study abroad from the viewpoint of more than one practitioner:  
(1)  Ask study abroad professionals what level of importance is attached to 
study abroad at their university (i.e. is it an integral part of the students’ 
degree or an optional add-on for a minority of students?)   
(2)  How important do study abroad professionals consider a study abroad 
experience to be and why?  Did they study abroad?  If so, how has this 
shaped them and helped them to shape others?    
                                               
88  See Chapter 1, Experience 3 (pp.12-15) and Chapter 4 for auto-ethnographic accounts.   
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(3) How do study abroad professionals consider that study abroad fits into the 
concept of internationalisation at their campus/university, if applicable?  
What models exist for internationalisation (Top down – bottom up, 
centralised or de-centralised)?  What initiatives are in place to drive study 
abroad?”  (Extract from ‘Initial Thoughts’ document, 2013).   
This early entry in the ‘Initial Thoughts’ document was the first of many which 
records my thoughts in relation to comments made by American and international 
study abroad professionals either on the phone or at other meetings, workshops and 
conferences.  Each interaction guided me to a line of enquiry about the variety of 
internal local attitudes, values and beliefs toward study abroad.  For example, at a 
‘Study Abroad Town Hall’ meeting in 2014, a discussion with other American study 
abroad professionals on the length of study abroad placements drew a range of 
opinions − from a minimum of a week to a maximum of a full academic year. This 
discussion led me to enter in my notebook (later transferred to the ‘Initial Thoughts’ 
document) that consideration also needs to be given to the timing of the study abroad 
within the students’ academic careers (i.e. first, second, or third or final year of 
study).
89
  This topic is explored further in Chapter 4 (Research Findings), but 
provides a methodological example of how personal reflections were mediated 
through professional experience and sifted into the frames of this project through 
auto-ethnographic reflection. 
 
3.1.2  Ethnography vs. Ethnographic Techniques 
In order to fully address the gap in the study abroad literature on the 
experiences of study abroad professionals and to enhance the comparative nature of 
the research design, I selected ethnography as the most appropriate qualitative data 
collection method for this project because “ethnography gives voice to people in 
their own local context, relying on verbatim descriptions” (Fetterman, 2009, p.1).   
Whilst this description fits the research aim from the data collection standpoint, 
Ogden (2006) points out that ethnography involves fieldwork in which the researcher 
observes the participants in their cultural environment generally over a long period 
of time.  In view of the geographic restrictions imposed by the distances between 
myself as the researcher and the research participants in all three national case-sites, 
                                               
89  Typically it takes Australian and United Kingdom students three years to complete an  
 undergraduate degree compared to four years in the United States.   
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fieldwork observation was not an option.  Therefore, to record the individual 
participant experiences which are separated culturally, temporally and spatially 
across three nations, I employed in-depth Skype interviews (See Section 3.3.2) on the 
understanding that ethnography as a  
“task is much like the one taken on by an investigative reporter, who interviews 
relevant people, reviews records… looks for ties to special interests and 
organizations, and writes the story for a concerned public and for professional 
colleagues” (Fetterman, 1998, p.1).   
The investigative reporter approach resulted in close examination of the field because 
ethnography is “more than a retelling of observed behaviour… [because it also 
presents] the values, attitudes and assumptions that inform that behaviour” (Ogden, 
2006, p.94).  It is the latter local characteristics recorded during each Skype 
interview which assisted me in closely examining study abroad in practice in 
response to culturally-imposed local behaviours from the perspective of each 
participant. 
Applying an ‘investigative reporter’ approach and prior collection and analysis 
of study abroad documentation from each case-site university (policy documentation, 
marketing material and similar) also contributed a “literary ethnography” (Van de 
Poel-Knottnerus & Knottnerus, 1994) that allowed for a multiplicity of agendas, 
complexities, similarities and variations to emerge.  By gaining insights in this way — 
and in some cases combining this with case-site information I had come to know 
through professional association with some of my participants − I had the basis for 
commencing the interviews. While far from complete, I considered that my 
knowledge of study abroad and its functions at each case-site was sound enough to 
commence my inquiries and seek the participants’ insights.   
Accordingly, conducting interviews with each participant with an ethnographic 
lens allowed me to "grasp the native's point of view… to realise his [sic] vision of his 
world” (Malinowski, 1922, p. 25),.  The combination of auto-ethnographic and 
ethnographic techniques has enabled this project to reflect the “emic knowledge or 
inside understanding… of those in the setting being studied” (Greene, 1990, p.235) 
because it allowed local, contextual and cultural differences across the three national 
case-sites to be examined.   The inter-subjectivity provided by applying the dual data 
collection techniques re-inforces the point that, as a researcher and practitioner in the 
field being studied, I am seeking value-laden knowledge from an interested 
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viewpoint, by exploring the “experience, perception, cognition and behaviour” 
(Kolb, 1984, p.21) from each of the participants’ perspectives impacted as they are 
by internal and external local factors.   
In sum, a qualitative research design, informed by both ethnographic and auto-
ethnographic data collection and analytic techniques, has been applied to this project 
because of the understanding that “qualitative inquirers believe that it is impossible 
to develop a meaningful understanding of human experience without taking into 
account the interplay of both the participants' and the researchers' values and beliefs” 
(Ary, Jacobs, Sorensen & Walker, 2014, p.449, emphasis added). 
 
3.2 Research Participant Selection 
The recruitment of research participants was based on the criterion that each is 
a study abroad professional at a university in one of the three English-speaking 
national case-sites.  For this project, the typology of the university (public, private, or 
membership of consortia such as the Russell Group) was not a factor in the 
participant selection process, providing that the universities were open to public 
enrolment in higher education and offered at least one study abroad option.   
Applying a purposive sampling selection technique (Gay, Mills & Airasian, 
2009), Stage 1 of the participant recruitment process involved sending an email to 
Study Abroad Managers or Study Abroad Directors (selected from a list of partner 
universities available to staff on the Central Office website).  The email invited the 
study abroad professionals to participate in the research on behalf of their respective 
universities and review the details on the Participant Information Sheet (Appendix V) 
which I attached as a Word document.  The invitation email was sent to twelve 
potential participants at five universities – two in Australia, two in the United 
Kingdom and one in the United States.
90
  Responses were positive with only two 
managers (one in Australia and the other in the United Kingdom) declining the 
invitation due to work pressures and instead providing the email address for another 
study abroad professional within the same university.  That both managers who 
declined the invitation reported they worked part-time was noted in the ‘Initial 
Thoughts’ document as perhaps somewhat indicative of the two universities’ attitude 
towards study abroad because of the limited staffing arrangement.  Following the 
                                               
90  One other United States university was selected on the basis that my experience was also based in  
 the United States. 
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advice that “a [qualitative] researcher studying the experience of people… must gain 
access through the person who has responsibility for the operation of the site” 
(Seidman, 2006, p.44), the initial correspondent acted as a ‘gatekeeper’ (Jones, 
Torres & Arminio, 2006).  Pointing out that ‘gatekeepers’ can either grant or deny 
access to research participants Crowhurst and Kennedy-Macfoy (2013) state that 
‘gatekeepers’ are largely viewed as “monolithic, neutral and static figures in the 
field” (p.457).  However, in this project, the level of professional interest in this 
project from the ‘gatekeepers’ is evident from the fact that these senior professionals 
(aside from the two managers’ responses noted above) not only provided email 
addresses of other study abroad professionals at the university, but also participated 
in the research.  Next I sent emails to the former group, copying the ‘gatekeeper’ out 
of professional and researcher respect, and attaching the Participant Information 
Sheet.  That all other potential participants also responded favourably suggested to 
me that study abroad professionals are keen to share their experiences of how they 
engage in the dynamics within the field.  Indeed, the statement on the Participant 
Information Sheet that “the research aims to find ways of strengthening study abroad 
in practice through a shared understanding of the challenges and opportunities at the 
institutional level” (Extract, Participant Information Sheet, 2014) emphasises that the 
participants’ experiences are integral to gaining knowledge for the benefit of the 
field.  The Participant Information Sheet also informed participants of the data 
collection process and time commitment by stating that each participant would be  
“interviewed twice for approximately a total of 120 minutes, with each 
interview lasting approximately 60 minutes. The interviews will be arranged to 
suit you, but preferably no more than two months apart. Each interview will be 
audio and video recorded via Skype (with your permission). The two 
interviews will be semi-structured and feature open-ended questions. The 
second interview will be a member-checking method to confirm the details that 
you provided in the first interview” (Participant Information Sheet, 2014).   
Each university had at least one participant, with one Australian university (AUS 1) 
having three.  Having more than one participant enhanced the data on the basis that 
“even within the same institution people see things differently (Spradley, 1979, 
p.12).  After all active participants had emailed their consent to be interviewed, I sent 
a follow up email with a suggested date and time for the first interview and attached 
a Consent Form (Appendix V), prepared in accordance with University of Southern 
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Queensland research ethics guidelines.
91
  Once the signed Consent Form had been 
returned and the interview date and time had been agreed, I sent a reminder email 
one week prior to the interview and another the day before.  
 
3.3   Data Collection 
3.3.1  Additional Auto-Ethnographic Data 
In addition to the ‘Initial Thoughts’ document discussed above, other auto-
ethnographic material derived from the completion of a coursework assignment 
undertaken for the University of Southern Queensland’s EDU 8601 Advanced Studies 
in Professional Practice (Aylmer 2012). This course, included as part of an early 
coursework component of the Doctor of Education candidature of which this thesis is 
also a part, was significant because it required me to contemplate an assignment on the 
workplace challenges relating to my role as a study abroad professional.  As outlined 
in Chapter 1, (Section 1.3.3, pp.11-15) from informal conversations with study abroad 
professionals in the United States, I was aware that other university campuses offered 
more study abroad opportunities than the university I worked out (US 2).  Accordingly 
an early draft of the coursework assignment describes the key obstacle that was 
addressed: 
“The vision of the university campus is focused on achieving recognition at a 
regional and national level.  However, for it to align with other campuses in the 
state-wide public university system, there is a need for this vision to be 
expanded… In short, the university campus needs to undergo a process of 
internationalisation” (Draft Workplace Challenge assignment, Aylmer 2012). 
Accordingly, while this workplace challenge observation resulted from professional 
experience, it also informed my researcher experience as it led me to extensively 
read literature on internationalisation to complete the assignment.  Re-reading the 
assignment to write this chapter, I note that other factors informed the development 
of the project.  For example, developing a solution to the workplace challenge by 
means of ‘Appreciative Inquiry’ (Cooperrider and Scrivasta, 1987) led me to draw on 
this approach to record observations in the ‘Initial Thoughts’ document, develop the 
key research and interview questions, record the participants’ experiences and collect 
documentary data and conduct analysis with a reflective outlook.   
                                               
91  This project was conducted under University of Southern Queensland ethics approval  
 H14REA183, granted on 7th November, 2014. 
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As previously discussed (Chapter 1, Section 1.3.3, p.12), the ‘Passport to 
Success’ booklet (Appendix II) was a marketing/statistical tool which I designed for 
use in my own practice as a study abroad professional.  The ‘Passport to Success’ 
provided students, parents and staff with an overview of study abroad and links to 
further details and was widely distributed across the university campus in venues 
including but not limited to, the library, academic departments, the Student Union 
building and housing offices.
 92
  In addition, the ‘Passport to Success’ was available 
at the Study Abroad booth I hosted on Open Days for prospective students and their 
families and was supplied to all students at New Student Orientation, to students who 
attended the Study Abroad Fair that I organised and personally delivered by me to 
students in classroom presentations.  In an internal report to my manager the first 
year after the ‘Passport to Success’ booklet was implemented, I concluded that this 
marketing method had assisted in increasing study abroad participation rates by 18%.   
But further to this extrinsic purpose, the experience of producing the ‘Passport to 
Success’, the discussions I had with students, parents and academic staff in the 
process of distributing it and the feedback I received from these stakeholders also 
came to inform my views on study abroad.  In turn, these discussions set in place 
consideration of a number of perspectives, which I duly noted in the ‘Initial 
Thoughts’ document, which contributed to this project.  
Furthermore, the resultant success of the ‘Passport to Success’ as a marketing 
tool encouraged me to share the design, firstly with national and secondly 
international colleagues.
93
  After my proposal to deliver a “Passport to Success” 
presentation at the National Student Exchange (NSE) Conference (an annual national 
meeting of study away professionals) was accepted and prompted further discussions 
and positive responses, I decided to expand the reach of the ‘Passport to Success’ 
model beyond the United States.  Accordingly, I submitted a proposal for the 
‘Passport to Success’ to be included in the Increasing Diversity Outreach and 
Support in International Education category of the Poster Presentations at the 2014 
NAFSA Conference – ‘Pathways to Global Competence’ in San Diego.  Held 
annually, the conference typically attracts over ten thousand delegates from around  
  
                                               
92  The previous study abroad handout designed by my predecessor was only an A4 leaflet. 
93  Thus rejecting my manager’s suggestion I should copyright the design. 
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the world.
94
   I was delighted when the poster proposal was accepted because it 
enabled me to distribute copies of the ‘Passport to Success’ to international study 
abroad professionals and other delegates (Appendix VII).
95
   In addition, after the 
conference, upon request I emailed an electronic version of the ‘Passport to Success’ 
model to delegates to allow them to adapt it as necessary. This merging of 
professional practice with reflection provided a key form of ‘data’ for this project 
which was not initially expected. While not conducted ‘ethnographically’ in the strict 
sense, the discussions I had with other study abroad professionals, in the setting of 
the international conference described above, prompted my own reflections and 
considerations of practice. These considerations, which I added to the ‘Initial 
Thoughts’ document, informed those perspectives and came to the fore in the 
analysis which is outlined in the next chapter.  
The ‘Passport to Success’ also provided some quasi-statistical insights because 
the inside cover of the back page featured a URL, QR barcode and social media 
symbols which linked to an online survey I designed to inform the practice of study 
abroad programming at US 2.  The online survey required students to complete 
compulsory fields including: name, student ID number, student email address, study 
level (i.e. first year etc.), academic discipline (if known),
96
 the academic year 
students planned to study abroad and the date of the information session they planned 
to attend.  The online survey platform allowed the data to be downloaded into a 
Microsoft Excel spreadsheet and the data was used to send students a reminder email 
and produce a sign-in sheet at the information sessions to enable me to send follow-
up emails to students who failed to attend as planned.  If students attended without 
having registered online beforehand, students manually added their details to the 
sign-in sheet and this information was later added to the Microsoft Excel spreadsheet 
to enable me to follow-up and arrange a one-on-one appointment at a later date.   It 
was this data, gathered as part of my professional practice in the provision of study 
abroad, which further refined my understanding of the nuances involved in both 
marketing and retention in study abroad programming. While very much 
                                               
94  In nine years’ employment, I was offered the opportunity to attend the NAFSA conference, which  
indicates the low level of support for study abroad.  Instead, funds were made available annually to 
department staff members who provided immigration advice for inbound “diploma mobility” 
students. 
95  Since the Poster measured 5ft x 3ft the Appendix is an A4 version.  I distributed one hundred and  
 ninety two copies of the ‘Passport to Success’. 
96  In the United States, students do not have to declare a Major (primary degree subject) until later in  
     their academic career. 
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‘secondary’ data because it was not gathered for the direct purpose of advancing this 
thesis (nor had the required ethical clearance for this), the data informed my 
perspective as a study-abroad professional. This insight was unique to me as both a 
study abroad professional and researcher. 
As discussed in Chapter 1 (Section 1.3.3), statistics obtained from the ‘Passport 
to Success’ survey data establishes that students are interested in studying abroad.  
More than that, the survey data has provided insights which have informed the 
development of the project,  such as in which academic year students seek 
information about studying abroad and in which academic year students plan to 
study abroad.  Thus the ‘Passport to Success’ provided me with practical information 
as a professional which prompted me to develop a line of inquiry as a researcher to 
examine the experiences of other study abroad professionals.
97
   
In addition to presenting the ‘Passport to Success’ poster (Appendix VII) at the 
national NAFSA Conference in 2014, I attended sessions presented by international 
educators with specific areas of interest in the field.
98
  For example, Darla Deardorff 
(Intercultural Competence) and Betty Leask (Internationalisation of the Curriculum) 
were two of the presenters at a discussion aimed at Defining the Term ‘Global 
Competency’ Within Global Contexts and John Hudzik  (Comprehensive 
Internationalization) was one of two presenters who shared insights on Creative 
Resourcing for Internationalization.  Although I was familiar with these educators’ 
valuable contributions to the field through research I conducted for this project’s 
literature review, the conference sessions were insightful in directing the focus of the 
project.  For example, notes that I made (and later transferred to the ‘Initial 
Thoughts’ document) on the session Defining the Term ‘Global Competency’ Within 
Global Contexts include one presenter’s comment that  
“the field of study abroad is too obsessed with program development and needs 
to be more intentional – sending students abroad is not enough” (Personal 
notes, ‘Global Competency Session’, NAFSA Conference, 2014).  
Other sessions which expanded the focus of this project included Collaboration in 
Education Abroad: National and Regional-Level Associations which compared the 
advocacy roles of study abroad associations in Australia and the United States.  The 
session Chair was a senior study abroad professional at an Australian university.  
                                               
97  See Chapter 4 – Research Findings for a full discussion. 
98  The specific areas of interest are in brackets. 
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Having previously noted the positive impact of the university’s approach to study 
abroad through online research, prior to the commencement of the conference 
session I introduced myself to the Chair as a study abroad professional and doctoral 
candidate and informed him of the comparative nature of my research. His reply 
“Thank you, this will be helpful” (paraphrased) reinforced my initial opinion that 
comparative study abroad research from within the university and profession is likely 
to benefit the field as a whole. 
Auto-ethnographic material is also drawn from notes I made at California 
Study Abroad Town Hall Meetings which I attended annually from 2007-2016 as 
part of my professional duties.  Each meeting was hosted at universities within the 
State and attended by study abroad professionals from universities and 
representatives from third-party provider programs in the local area.  After I 
commenced my doctoral candidature in 2012, I made notes on particular sessions, 
including, but not limited to, the following:     
(1) Institute of International Education Generation Study Abroad: Where are 
we with participation? 
99
   
(2) The Faculty Connection: Engaging campus allies.  
(3) Campus Collaboration: What works and what doesn't.  
(4) Access to first-generation college students, transfer students, and 
underrepresented populations.  
(5) Making the case for Study Abroad on your campus: Latest research 
updates. 
(6) Report from Lessons From Abroad: Reports from Regional Re-Entry 
Conference organisers. 
(7) Newest Hybrid Models for Study Abroad programming.  
Of significance to this project, notes that I made on Sessions 1-5 highlight that study 
abroad is not an established university practice.  Session 6 led me to question what 
measures universities take to adequately prepare study abroad students prior to  
departure.  Furthermore, the question “what is the study abroad we are selling?” 
(Personal notes, Town Hall meeting, 2013) − posed in a group discussion during 
Session 7 by a representative of a third-party program provider − assisted me in 
identifying the core of this project − that is emphasing the position that study abroad 
                                               
99  As noted in Chapter 1.2.3, Section 1 universities can choose to join this initiative. For more  
 discussion see Chapter 5, Section 5.1.2. 
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should be viewed not as a commercial product, but a pedagogical practice.
100
  Thus, 
my capacity to access and participate in forums such as those mentioned here, 
informed my professional view on study abroad programming.  Accordingly, it is from 
this perspective that the notes regarding my status as a cultural ‘insider’ derive, as 
detailed above. I reiterate this point because I am doubtful that this project could have 
been conducted if it were not for my positioning within the profession because of the 
access this has provided to seek and recruit (informed) participants, attend key events, 
and more generally gain a wider clear understanding of the professional field. 
Further auto-ethnographic material originated from statistical data I entered as 
a member of the Institute of International Education (IIE) into the annual online survey 
which culminates in the ‘Open Doors’ report (i.e. Farrugia & Bhandari,  2016).101  
Additional auto-ethnographic data is taken from comments I noted in respect to my 
position as Chair of the Study Abroad Evaluation Committee.  For example, one of my 
duties as Chair was to write evaluations on each applicant to forward to the Selection 
Committee at the Central Office. On reviewing the evaluations I wrote over a nine 
year period, a recurring comment was that  
“the Committee is concerned that this student appears under-prepared because 
the student lacks some fundamental knowledge on the country they have 
applied to study abroad in and the overseas university they will be studying at 
− if the student is selected” (Study Abroad Evaluation Committee Notes,  
2007-16).    
In addition, as a study abroad professional, I was an Executive Member of the China 
Council and appointed to the Selection Committee for students applying for a limited 
number of generous scholarships offered by the Chinese government to study in 
China for an academic year.
102
  Each applicant was interviewed and my notes from 
these interviews indicate that the overall lack of students’ preparation and knowledge 
about many aspects of Chinese culture was a concern of the Selection Committee 
members.
103
  When I visited successful applicants in Shanghai and Beijing, in 
                                               
100  See Chapter 5, Section 5.5 for further comments. 
101  As discussed in Chapter 1, Sections 1.6.4 and 1.7 and Chapter 2, Section 2.1. 
102  The scholarship included full tuition and accommodation costs and students received a small  
monthly stipend, yet typically no more than six students applied which indicates that China is not  
a favoured study abroad destination for US 2 students.  See Chapter 4 – Research findings for 
further discussion on this topic. 
103  This topic will be discussed further in Chapter 5. 
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informal conversations students reported concerns about being under-prepared prior 
to departure, despite attending a pre-departure meeting.
104
   
Other auto-ethnographic documentary data derives from letters, emails, or 
personal communications either written by or sent to me from other professionals in 
the field.  For example, after reading Broadening Horizons (2015) produced by the 
British Council, I emailed the Deputy Director to request permission to include data 
from the report and received a positive response.  I had previously met the Deputy 
Director and the Director of Research at a meeting − Access, Models and 
Internationalisation – held at a university in Los Angeles in 2013 and at a reception 
for international educators hosted by the British Consul in Los Angeles in 2014.  I 
met them both again as fellow presenters at the BUTEX Conference, Partnerships 
and Networks: Connecting Learning Abroad at Bath Spa University in England in 
2016 where I presented an outline of my research and its key findings in a 
presentation entitled Institutional challenges in increasing study abroad 
participation (Appendix VIII).
105
  Unable to attend my presentation due to travel 
arrangements, both international educators requested me to send them a copy of my 
final thesis because of its relevance to the British Council’s work.  Professional 
interactions such as this provided me with insights into study abroad generally which 
I added to the ‘Initial Thoughts’ document.  There was an immediacy in these notes, 
capturing as they did, my thoughts which derived from experiences not only in the 
day-to-day conduct of my profession, but also in connecting with other professionals 
in the field in order to learn, share ideas and concerns.  A combination of these 
interactions, notes, letters, emails and other correspondence provide an immediate 
indication of how I responded to the information each situation provided and the 
influence that each had on the methodological approach I selected for this project. 
 
  
                                               
104  This visit was at my own expense despite announcing to US 2 management that my motive was to   
  provide future students advice based on experience.  
105  Appendix VIII shows the key findings slide.  The Deputy Director and Director of Research  
 presented a session on “Opportunities to Grow Your Brand in India” which outlined the potential  
 financial reward for universities in recruiting inbound “diploma mobility” students.   
Coincidentally at the time I held an interim role at the university as a senior international student 
immigration administrator following my re-location back to England, prior to my current role in 
study abroad (see Appendix I). 
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3.3.2  Ethnographic Interviews 
As stated on the Participant Information Sheet (Appendix V), all interviews 
were conducted via Skype for consistency of method.  The Participant Information 
Sheet indicated that participants could choose if the Skype interview was recorded 
(voice only) or video-recorded as well (to capture body language).  However as the 
first participant denied permission for the interview to be video-recorded I informed 
all other participants that the interviews would not be video-recorded.  The decision 
to record all interviews on an audio-only basis was two-fold.  Firstly, the wishes of 
the first interviewee led me to question the ethics in conducting the remaining 
interviews with a video option.  Secondly, I decided that the lack of a video 
recording enhanced my role as an ‘investigative reporter’ (noted in Section 3.1.2) 
because the lack of an image of the interviewees enabled me to focus on the 
interviewees’ words (and the meaning of those words) in each of the participants’ 
two interviews.
106
   
Seidman (2006) advocates for a three interview method because the first 
interview provides a “focused life history… [the second discusses] the details of the 
experience” (p.17) and the third allows the participant to reflect on the experience.  
However, because the research aims to enable study abroad stakeholders to reflect on 
the participants’ experience, I decided that two interviews would yield sufficient data 
and ensure trustworthiness of the participants’ views because a two interview process 
allowed participants to repeat or expand on points made in the first interview.   
Seven research participants were interviewed twice and two were interviewed 
once, totaling sixteen interviews.  Participant 3 at AUS 1 was only interviewed once 
because the participant informed me (at the time of interview) that her duties had 
recently been re-assigned  from coordinating longer term programs to a pilot 
program featuring short-term summer placements and the new project was time 
consuming. The participant at UK 2 was interviewed once because she sent me an 
email shortly after the first interview informing me that a family health matter 
necessitated her taking several months off work.  Although this may appear to be a 
small participant group, I should point out that the study abroad offices at each 
university were not extensively staffed.
107
  This situation indicates that study abroad 
offices are, by and large, small operations relative to other university departments.  
                                               
106  The importance of focusing on the interviewees’ language is discussed in Section 3.3.2. 
107  See Table 5, p.99. 
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This in itself (and consequently the workload undertaken by these professionals) 
suggests that sufficient financial and human resource support for study abroad is 
largely absent at each of the universities that participated in this project. 
All participants in the United Kingdom, the United States and two in Australia 
were interviewed at work, either in their office or conference room.  The third 
Australian participant was interviewed in her home office.  The two participants from 
the United States were interviewed from my work office and all others from my 
home office in Los Angeles.  I had only visited one of the case-site study abroad 
offices prior to the interviews.
108
  These interviews were considered to be 
‘ethnographic interviews’ in that, although conducted at a distance, the interviews 
were aimed at uncovering each participant’s views relating to their professional 
experience as impacted by national and local factors.  Thus the work environment (or 
study abroad ‘culture’) provided the setting to examine the impact on the managerial 
and operational aspects of study abroad programming. 
Prior to the first interview, I developed an interview guide (Patton, 1990) 
which was informed by the ‘Initial Thoughts’ document to ensure that fundamental 
topics relating to the management and operation of study abroad programs were 
included in each interview, including, but not limited to:  
(1) What study abroad options does your university provide?   
(2) How is the academic aspect of study abroad articulated? 
(3) What level of support for study abroad (financial and staff resources) does 
your university provide?  
(4) On what basis does your university develop or enter into study abroad 
agreements with overseas partners? 
Both interviews were semi-structured on the basis that this approach “allows for 
considerable reciprocity between the participant and researcher… [that] creates space 
for the researcher to probe a participant’s responses for clarification” (Galletta, 2013, 
p.24).  The semi-structured questions were based on my personal professional 
experience and questions noted in the ‘Initial Thoughts’ document.  The interviews 
featured open-ended questions to allow for the participants’ voices to be heard and 
represented without constraint (Lyons and LaBoskey, 2002).   In this way the 
interviews were in the form of a conversation between two professionals, with 
                                               
108  I know the campus well, but the office had moved and I had difficulty locating it.  This experience    
resulted in the visibility of the study abroad office being one of the interview questions. 
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additional questions arising as a natural flow of the point/s being discussed.  
Following the advice of Seidman (2006) that one of the researcher’s major tasks is 
“to build upon and explore their participants' responses to those questions” (p.15) the 
combination of the open-ended questions and the interview guide allowed me to ask 
the participants to expand on any points raised and keep the interview on track (i.e. if 
a participant spent a long time discussing one topic).    
Re-reading the ‘Initial Thoughts’ and ‘Complete Interviews’109 documents 
prior to preparing this thesis, I revised the original research questions to more 
accurately reflect the questions I had asked during the interview process.  Originally 
the research questions were:      
(1)   How is study abroad experienced by study abroad professionals?    
(2)   What factors have influenced the formation of these experiences?   
To re-iterate, the revised research questions (outlined in Chapter 1, Section 1.5) are: 
(1) How is the provision of study abroad experienced by study abroad  
professionals?    
(2)   What internal factors have influenced the formation of these experiences? 
This methodological account provides an example of how reviewing the ‘Initial 
Thoughts’ document continuously impacted the research design.  From my 
researcher viewpoint I consider that amending the original research questions: 
(a) provides a greater focus on the local institutional factors that impact on  
       study abroad in practice; 
(b) enhances the comparative nature of the research and its ability to uncover 
the experience of each participant;  
(c) assists in identifying key practitioner concerns;  
(d) provides an opportunity for participants to share potential solutions.    
 
Approximately fifty minutes into each interview (after allowing participants 
time to complete their current sentence), I reminded participants that the hour was 
almost complete and checked that participants wished to continue.   Either with the 
participants’ consent, or at the participants’ request, all interviews lasted over an 
hour, with the longest lasting 1 hour 41 minutes.  The participants’ flexibility 
allowed them to finish answering the last question, or expand on the topic under 
                                               
109  See Section 3.5 below. 
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discussion.  I created a schedule (Table 3) noting the date, time (particularly the 
differences in participant and researcher time zones) and length of each interview.   
The formula for referring to nomenclature of the initials and number of each site and 
participant is based on the order in which the interviews took place.  I designed this 
formula to ensure the participants’ anonymity. 
Participant Code First and Second interview: Date and time (Participant and 
researcher time zones)  
GMT = Greenwich Mean Time  
PST = Pacific Standard Time 
Duration 
Hour: 
Minutes 
UK 1 (Participant 1) First: Dec 2, 2014, 4.00 PM GMT, 8.00 am PST (LA) 1:10 
UK 1 (Participant 1) Second: Feb 20, 2015, 4.00 PM GMT, 8.00 am PST (LA) 1:17 
UK 1 (Participant 2) First: Dec 9, 2014, 4.00pm GMT, 8.00 am PST (LA) 1:13 
UK 1 (Participant 2) Second: Feb 16, 2015, 4.00 PM GMT,  8.00 am PST (LA) 1:12 
UK 2   Jan 15, 2015, 4.00 PM GMT, 8.00 am PST (LA) 1:23 
US 1 (Participant 1) First: Jan 6, 2015, 9.30 am PST  1:27 
US 1 (Participant 1) Second: Jan 20, 2015, 11.00 am PST 1:16 
US 1 (Participant 2) First: Jan 8, 2015, 9.30 am PST 1:21 
US 1 (Participant 2) Second: Feb 3, 2015, 10.00 am PST 1:16 
AUS 1 (Participant 1) First: Jan 24, 2015, 9.00 am (Jan 23, 3.00 pm PST (LA) 1:31 
AUS 1 (Participant 1) Second: Feb 21, 2015, 9.00 am (Feb 20, 3.00 pm PST (LA) 1:41 
AUS 1 (Participant 2) First: Feb 8, 2015, 10.00 am (Feb 7, 4.00 pm PST (LA) 1:15 
AUS 1 (Participant 2)  Second: Mar 8, 2015, 10.00 am (Mar 7, 4.00 pm PST (LA) 1:08 
AUS 1 (Participant 3) Mar 15, 2015, 8.50 am (Mar 14, 2.50 pm PST (LA) 1:12 
AUS 2   First: April 13, 2015, 10.00 am (April 12,5.00 pm PST (LA) 1:22 
AUS 2   Second: April 20, 2015, 10.00 am (April 19, 5.00 pm PST (LA) 1:12 
 
Table 3: Ethnographic Interview Schedule 
To safely preserve the ethnographic interviews recordings were captured on a 
battery-operated digital voice recorder and via an iPad audio recording app as a 
backup.  At the start of each interview, I reiterated my dual position as a researcher 
and study abroad professional and reminded participants that the research goal was 
to uncover the experiences, challenges and directives involved in the work of each 
participant, as outlined in the Participant Information Sheet.
110
  I was keen to stress 
that the interview questions did not imply any judgement on my part; although I held 
my own professional position on study abroad, I was genuinely interested to learn 
how the environment in which other study abroad professionals worked impacted 
their experience of working in the field.  In this regard my own accounts of practice 
sometimes offered useful prompts for further discussion and dialogue to develop an 
                                               
110  See Appendix IV. 
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‘Appreciative Inquiry’ (Cooperrider and Scrivasta, 1987) approach which allowed 
me to build rapport with the participants.  For example, when one research 
participant reported that a lack of time resulted in information on the university’s 
study abroad website being out of date, I responded  
“That reminds me, I need to update some information on the study abroad 
website at my university” (Interview notes with Participant 1, US 1, 6th 
January, 2015). 
During each interview, I listened closely to the words or phrases participants used 
and made notes.  In the first interview, this practice assisted me in identifying key 
topics, as well as any which needed to be explored further in the second interview, or 
re-visited to ensure clarity of the participants’ meaning.  Immediately after the first 
interview, I replayed it and added to the notes I had written during the interview.  As 
soon as possible after conducting each of the first interviews (usually within twenty-
four hours), I began transcribing the interview to allow me to “respond to the 
situation at hand, to the emerging worldview of the respondent, and to new ideas on 
the topic” (Merriam, 1998, p. 74).  The practice of personally transcribing the 
interview rather than employing the services of a transcription service enabled me to 
incorporate follow-up questions within the transcription of the first interview.  After 
completing each first interview transcription, I then reviewed it and entered follow-
up questions to include in the second interview.
111
  After completing both 
transcriptions, I re-read them again and entered one or more keywords at the 
beginning of each paragraph/s to identify the topic/s under discussion and clarify the 
meaning of the participants’ words if necessary (see highlighted example below): 
OBSTACLES-FACULTY (academic department NOT academic staff)  
“Our obstacles are um (sic) institutional because certain Faculties really don’t 
send students abroad – so, for example, we send very few Humanities students 
abroad” (Participant at UK 2, 15th January, 2015). 
As a result of this practice, I became very familiar with the participants’ interviews 
which assisted me in ensuring I fully understood the interviewee’s words and 
meanings.
112
 I considered this to be critical because Spradley (1979) warns 
ethnographers “researching a familiar cultural scene [that] the language differences 
seem to be slight and are easily overlooked” (p.50).  However, I purposefully 
                                               
111  I highlighted the follow-up questions for ease of reference. 
112  The process also assisted in identifying the data analysis categories (see Section 3.5.1).    
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selected participants from three English-speaking countries because of the variation 
in language meanings within the three national case-sites, as the highlighted example 
above indicates.  The variance in the use and application of English reinforced my 
decision for the research to focus on English-speaking national case-sites on the basis 
that although Australians, English and Americans speak the same language, the 
words do not always have the same meaning.   This led me to question (as I noted in 
the ‘Initial Thoughts’ document) “How well do we really understand each other?”   
Keeping this in mind, I paid close attention to the participant’s words, taking 
particular care to ensure that I understood them, in order to correctly convey their 
meaning because I was aware that some words can be misunderstood.
113
  This 
practice is in direct contrast to the advice that, an ethnographer “must make their [the 
participants’] symbols and language your own (Spradley, 1979, p.205).   Instead, I 
was aware that because participants spoke “in the same way they would talk to 
others in their cultual scene” (Spradley, 1979, p.205) it was judicious that, as an 
‘investigative reporter’ researcher, I fully understood the participants’ meaning of 
particular words.  For example, as highlighted above, in Australia and the United 
Kingdom the word ‘Faculty’ typically refers to the overarching academic 
department, but in the United States the word ‘Faculty’ relates to academic staff 
members.  This definitional distinction could have had a significant bearing on how I 
came to understand the participants’ meaning had I not been aware of the language 
differences, or that one word used by one participant group located in one country 
had a different meaning for another set of participants in another country.  
Furthermore, most participants were not born in the country they worked in which 
meant that I had to pay even closer attention to the meaning of the words used.
114
  By 
closely observing the language of each participant, the data analysis of this project is 
enriched because the participants’ language is their own.  This approach aligns with 
the view that qualitative research methods focus on meaning (Taylor and Bogdan, 
1984).
115
  With this consideration in mind, I transcribed each interview as a verbatim 
account and included “pauses, emphases in intonation, and emotional expressions 
like laughter and sighing” (Kvale & Brinkmann, 2009, p.181).  Each interview was 
saved in a folder entitled ‘Interviews’ on my laptop which is accessed by a password.  
                                               
113  As indicated in Chapter 1, Section 1 Definitional Considerations. 
114  Because the Participant Information Sheet originated from an Australian university, some of the 
      participants expressed surprise on hearing my English accent during the Skype interviews. 
115  The application and meaning of language is discussed further in Chapter 4 − Research Findings.   
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As a backup, I saved each interview on a memory stick which was also password-
protected.  The transcription process took place in my home office and I listened via 
headphones to pay close attention to each interviewee’s words.  On occasions, I 
replayed a section several times to ensure I had captured the full meaning of the 
participants’ language. 
 
3.3.3  Ethnographic Documentary Data 
During the ethnographic interviews, if participants made reference to an 
internal document that was not publicly available on the website, I requested an 
electronic or hard copy.  Examples include: 
(1) Statistical data indicating the differences in the number of students who 
apply to study abroad versus the number of students that depart. 
(2) A study abroad marketing booklet.116 
(3) Study abroad statistics reported to a government body.  
(4) A university organisational chart. 
 
Documentary data reviewed for this project included information which is 
publicly available on the participating universities’ websites, comprising but not 
limited to, mission statements, internationalisation plans or strategies (where 
present), study abroad policies and procedures, blogs, photo essays and links to 
social media networks.   This material was collected to provide a sense of the context 
on how study abroad is manifested in “official” descriptions by each participating 
university.  This material was significant because it enabled me, at distance, to 
further understand the environment within which each participant worked.  This in 
turn provided an ‘ethnographic’ sense of the field and how each participant came to 
understand the national imperatives and local factors which impact their work.     
  
                                               
116   Documents derived from these sources have been de-identified to protect participants’ identity. 
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3.4  Data Analysis 
3.4.1  Data Analysis Process 
To support the goal of allowing the participants’ words to emerge without 
getting ‘lost in translation’ during the transcription process (see highlighted example 
on p.90), I did not consider using qualitative software such as NVivo.  Instead, the 
data was analysed in a three phase process.  Firstly, as noted in Section 3.3.2 above, 
in the process of reviewing the transcript for each interview, I assigned one or more 
key words to the start of each paragraph and these “patterns of experiences” 
(Aronson, 1994, p.1) initiated the categorisation framework which enabled me to 
search for related patterns within the data.  Secondly, I merged all of the interview 
data into a ‘Complete Interviews’ Microsoft Word document (totalling three hundred 
and seventy-eight pages).  Thirdly, considering the vast quantity of qualitative 
interview data and in order to search it "to reconstruct the specific categories that 
participants used to conceptualize their own world view” (Goetz and LeCompte, 
1984, p.6), I entered each paragraph into a Microsoft Excel document and saved it 
with the title ‘Data Analysis Category worksheet’ (see Table 4).   The categorisation 
process was guided by the view that there are “five loci of origination... [namely] 
participants, programs, investigative, literature, and interpretative” (Constas, 1992, 
p.257).   I applied this categorisation to the data because, aside from the participants, 
it explicitly incorporates the literature and the other two components (investigative 
and interpretative) match the methodological approach that I have applied to this 
project to examine study abroad programs.   
 
Table 4: Extract from 'Data Analysis Category' Worksheet 
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Entering the interview data into the Microsoft Excel ‘Data Analysis Category 
worksheet’ allowed me to apply filters which enabled me to search for and organise 
data within and across each heading.  For example, data for each participant 
code/location (Heading A) could be arranged by Heading A and Heading B for 
comparison.  This technique allowed for similarities and differences in the 
participants’ comments on a particular category to emerge as themes and enabled me 
to become intimately aware of the nuances in the dataset, and how the participants 
came to view their work.  To expand on the process, organising the data in categories 
as “patterns of experiences” (Aronson, 1994, p.1, as discussed above) the prevalent 
categories became the themes by which the data was cross referenced against the 
literature for analysis.  This thematic analysis process negates the view (Spradley, 
1979) that “the analysis of field data becomes more difficult [as it is possible that 
some components are] missed because they are so familiar to [the researcher]” 
(p.50).   
In following the data collection and analysis techniques described in this 
chapter, I deviated from the conventional actions of ethnography recommended by 
Ogden (2006) because I did not observe “what people actually do” (p.96).   
Nonetheless, I did employ ethnographic methods (with purposeful amendments to  
Ogden’s (2006) statement in purple below to emphasise my point) to understand “the 
reasons they [participants] give for doing it [their work in the way that they do] 
before assigning interpretations drawn from personal and professional experience 
(deleted or professional or) and academic disciplines [through the data and 
literature]” (Ogden, 2006, p.96).117  
To reiterate, I did not observe the participants in their native work environment 
or analyse the data based solely on professional experience.  Instead, my 
observations as a study abroad professional and researcher indicated that extant 
literature is either obfuscating or incomplete.  This situation guided me to apply 
ethnographic techniques at a distance to relate the participants’ experiences (from 
within their respective local work environments) by means of auto-ethnographic 
accounts, ethnographic interviews and insights provided by documentary materials to 
                                               
117
The unadulterated text reads “the ethnographer observes what people actually do and the reasons  
 they give for doing it before assigning interpretations drawn from personal experience or  
 professional or academic disciplines” (Ogden, 2006, p.96).  
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present in-depth understanding of the context in which study abroad is managed and 
operated. 
 
3.4.2  Member Checking 
In accordance with the statement on the Participant Information Sheet 
(Appendix V), after completing the process of transcribing all of the ethnographic 
interviews, I emailed each participant a copy to read and comment on.   Aside from 
meeting the ethical requirement of demonstrating the participants’ viewpoints had 
been accurately recorded and their identity had been protected, sending the email 
presented an opportunity to again re-connect with the participants a few months after 
I had sent a ‘Thank you’ email immediately the final interview/s had taken place.  As 
a qualitative researcher intent on sharing experiences on the operation and 
management of study abroad programs, I welcomed the opportunity to re-connect 
with the participants to further develop both the ethos of collaboration outlined in the 
Participant Information Sheet and the rapport that developed during the interview 
process.  I consider that the opportunity to re-connect with the participants further 
established an element of trust which Jones, Torres and Arminio (2006) consider to 
be critical in fostering a reciprocal research relationship. 
The process of sending the participants’ interviews to each individual and 
inviting comments, known as “ ‘member checking’ (Lincoln & Guba, 1985) [is 
considered]the most crucial technique for establishing credibility” (p. 314).  This 
statement implies that sending each participant a copy of the interview data was an 
obligatory process to validate the research design.  Instead I followed the view 
(Onwuegbuzie and Leech, 2007) that “member checking is the most effective way of 
eliminating the possibility of misrepresentation and misinterpretation” of what 
Maxwell (1996) refers to as the “voice” (p.112), because this project is intent on 
accurately recording and presenting participants’ experiences, as conveyed in the 
email I sent to the participants, with the ethnographic interviews as an attachment:   
  
96 
 
“Please find attached the ‘Research Findings’ chapter to enable you to review 
your interview data and make any comments, if you wish.  As the chapter is 
thirty pages long, I have highlighted the interview data for [University Name] 
which was been de-coded to become [University code].  For your information, 
your participant code is [Research Participant Number] at [University code]. 
If you feel that there is anything important I have missed in reporting your 
interview data, please let me know so that I can incorporate it. If you have any 
suggested additions or changes, I would be grateful if you could please let me 
know by September 1.”  (Extract from Participant Email, July 2015).” 
In addition, a few weeks later I sent the participants an email outlining the key 
research findings and sought approval to employ select extracts derived from the  
ethnographic interviews in future professional (or academic) presentations or 
publications to benefit the field.  For example, in the later email, I sought the 
participants’ permission to include their data in a proposal that I planned to submit 
for a presentation on the research findings at a national NAFSA conference:   
“I am planning to submit a proposal to present my research findings at the 2016 
NAFSA Conference.  As a research participant, I am seeking your permission 
to present some of the interview data.  Please be assured that all data will be 
de-identified and will remain confidential. As a result, only interviewee 
responses which relate directly to the key themes identified by the research will 
be used.  In point form, analysis of the interview data indicates that in order to 
improve study abroad participation rates, universities need to either develop or 
maintain flexible processes to support study abroad by: 
(1)  structuring students’ degrees to incorporate or encourage study abroad 
across a wider range of academic disciplines; 
(2)  allowing students to take more electives or General Education courses;  
(3)  gaining widespread academic support;  
(4)  increasing financial support; 
(5)  considering the timing and duration of study abroad; 
(6)   reviewing partnership agreements, i.e. location of existing partner  
universities compared to students’ interest in studying in other countries” 
(Participant Communication, 2015). 
All participants responded favourably to both emails.  In response to the first 
‘member-checking’ email, one participant from the United States requested I amend 
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the wording in one section of his data to clarify the meaning of the words he had 
employed, to assist the understanding of stakeholders (such as policymakers) outside 
of that country.  The remainder of the participants sent an email to confirm that their 
text accurately reflected the interview narratives and wished me luck in submitting 
the conference proposal.  In all, this ‘member-checking’ process established the 
trustworthiness of the data and mitigated any possibility of my professional and 
researcher bias affecting the data.   
Although my proposal to present my research findings at the NAFSA 2016 
conference was not accepted, having obtained the participants’ approval to share the 
interview data to benefit the field, I submitted the proposal to the British Universities 
Transatlantic Exchange (BUTEX) Conference and it was accepted.  Accordingly, I 
delivered a presentation on the research findings (as discussed in Section 3.3.1).   
The interactive format of the presentation allowed delegates to discuss the themes of 
the research findings in groups at each table and provide plenary feedback to the 
other delegates.  Although the conference presentation was not an official part of the 
research process for this project, I have included reference to it in this chapter as 
further documentary evidence of the dual auto-ethnographic/ethnographic 
methodology I followed.  The inclusion also further explains why a qualitative 
methodological research design was selected to explore the practice of managing 
and/or operating study abroad programs from the study abroad professionals’ 
viewpoint.   
The methodological path outlined in this chapter underscores the academic 
rigour of the data collection and analysis processes because the outcome presented a 
rich and vibrant sense of how study abroad is managed and operated in the case-site 
universities.  Accordingly the next chapter (Research Findings) applies the themes 
identified during the data analysis process as headings.  
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Chapter 4 
Research Findings 
 
4.0  Introduction 
This chapter presents the findings which emerged from a thematic analysis of 
the auto-ethnographic and ethnographic data captured for this project.  The chapter 
includes auto-ethnographic accounts of the researcher’s experiences as a study 
abroad student, study abroad professional and research participant, based on 
observations and discussion points noted in the ‘Initial Thoughts’ document (as 
discussed in Chapter 3).  This detailed auto-ethnographic document enabled primary 
data categories to emerge.  However, to map a comparative understanding of the 
experiences of study abroad professionals, this chapter recounts the observations of 
the participants − a selected group of professionals with responsibility for either 
managing or operating study abroad programs at selected universities across the three 
national case-sites.
118
  
In cross-referencing the categories which arose from the auto-ethnographic 
data with those identified by other participants during ethnographic interviews, a 
total of six common key themes emerged to form the research findings.  Organised 
by national case-site, the themes (detailed in Sections 4.1-4.6 below) relay study 
abroad professionals’ views on institutional factors, ranging from academic to 
financial support, which potentially deter students from applying to study abroad or, 
having been accepted, to depart as planned.  Each Section includes verbatim “thick-
descriptions” (Geertz, 1973) selected from the ethnographic interviews, inter-spliced 
with auto-ethnographic accounts of my experiences, either as a study abroad student 
or later as a study abroad professional.
119
   The former indicate the difficulties 
institutional policies at either the students’ home or host university can present for 
students during the study abroad application process.  The latter provide critical 
comparative insights, currently missing from the study abroad literature, into the 
institutional challenges the participants encountered in managing or operating study 
abroad programs.  In general, the participants’ accounts indicate that a lack of 
support and resources (staffing and/or financial) requires study abroad professionals 
                                               
118  As per the purposive sampling methodology described in Chapter 3. 
119  Including direct quotes from all participants would have yielded too vast a quantity of material  
 for the reader.   
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to work creatively to maximise student outreach, develop support for study abroad 
quantitatively and qualitatively at all levels across the respective university campuses 
and spend time advising students both collectively and individually.  In order to 
highlight that generally study abroad professionals
120
 are required to perform these 
myriad duties, often with minimal human resource support (as discussed in my 
experience at US 2, see Section 1.6.0, p.23), Table 5 presents an outline of the study 
abroad professional:student ratio at each of the case-site universities. 
 
Case-site university code Study Abroad professional: 
student ratio 
AUS 1 4:c.35,000 
AUS 2 5*:c.5,000 
UK 1 2**:c.13,000 
UK 2 3***:c.18,000 
US 1 2:c.12,000 
US 2 1:c.35,000 
 
Table 5: Study Abroad Professional:Student Ratio  
Key: *    One is working on creating online systems only (i.e. does not advise  
       Students) 
**   Plus one Administrator who does not advise students. 
*** One works part-time and one does not advise students. 
 
The first Sections (4.1-4.3) focus on study abroad, presenting discussions on 
Degree Structure and Subject (Section 4.1) in relation to challenges arising from the 
structure of some degree programs in some cases and/or subject students selected to 
study in others.   In Section (4.2) the topic of Academic Credit is addressed, and 
Section 4.3 (Academic Support) highlights the need for widespread academic 
engagement in the promotion of study abroad programs and the procedures involved 
in the application process.  Section 4.4 (Financial Support) recounts the variance in 
the availability of financial support for study abroad at the university level and 
Section 4.5 recounts participants’ experiences in relation to the Timing and Duration 
of Study Abroad Placements.  In Section 4.6 (Partnership Agreements and Student 
Placements) participants’ accounts of issues encountered in setting up or maintaining 
partnership agreements with host universities illustrate the impact on study abroad 
                                               
120   In this table, study abroad professionals hold operational positions, not managerial. 
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placements.  Finally, Section 4.7 (Where to From Here?) presents a summary of the 
impact of the research findings. 
In addition to detailed discussion of the research findings three critical factors, 
which are shared by all the participants, emerged from the data analysis: 
(1) None of the participants’ universities has a mandatory study abroad policy 
for all students.
121
  
(2) All participants are concerned about the disparity in the percentage of 
students who inquire about study abroad, compared to those who 
subsequently apply for and embark on study abroad placements.   
(3) Each participant is (at the time of interview) actively seeking to define and 
implement measures to increase the study abroad participation rate at their 
respective universities.   
These factors are significant to the field because they identify a broad context upon 
which study abroad is practised and provisioned at the participants’ universities.  
More significantly, these factors also highlight that attitudes towards study abroad at 
the respective case-site universities are affected by the relationship between 
internationalisation and study abroad.  The following themes are discussed in these 
terms to portray the key challenges which impact study abroad participation rates, as 
observed by all participants.   
Applying the three observations above as guiding factors, the first − that none 
of the participants’ universities has a study abroad policy − lays the foundation for 
some of the work challenges participants encounter.   Considering the second 
observation, some participants reported difficulties in time management because of 
the volume of students seeking appointments and administrative work.  This point 
contests the view (Daly, 2007; Van Der Meld, 2003; Sussex Centre for Migration 
Research, 2004; British Council, 2015) that students are unaware of the opportunity 
to study abroad.  Expanding on this point, the third observation is that the majority of 
participants reported working, often with limited staffing and financial resources, to 
create opportunities both to generate support for study abroad across the university 
campus at all levels in an engaging time-efficient manner. 
                                               
121  Only two participating universities have an internationalisation policy.  One states that the  
university is intent on ensuring a quarter of the undergraduate student population have an 
international experience, including volunteer work.  Despite rhetoric to the contrary, the second 
focuses on the potential outcomes for inbound “diploma mobility” students at all study levels. 
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4.1  Degree Structure and Degree Subject 
A prevailing theme which emerged from the data indicated that, at each of the 
participants’ universities, in many cases the overall structure of undergraduate 
degrees and/or core degree subject students selected to study was found to have a 
significant impact on whether or not students are even able to apply to study abroad. 
Although none of the universities in the project required students to study abroad as a 
mandatory part of the degree at the institutional level, a few academic departments 
either required or strongly encouraged students to study abroad for a minimum of a 
semester as a component of the degree program.  Conversely, the following 
participant accounts indicate that, at some universities, the degree structure or the 
core degree subject students selected to study explicitly prohibited or discouraged 
students from applying to study abroad.   
Throughout this chapter I applied the nomenclature formula in terms of initials 
and number that I assigned to each institution and participant in Chapter 3 (see Table 
3, p.89) to ensure anonymity.  Furthermore, this practice removes the likelihood of 
the project directing any blame or allegation toward distinct universities and instead 
presents insights into the ways in which study abroad is managed and operated from 
within universities which are typical of the higher education sector. 
 
4.1.1  Australia 
At AUS 1, Participant 1 asserted that one of the chief obstacles for potential 
study abroad students arose from the review of the Australian Qualifications 
Framework (AQF) which the university had recently been required to implement (at 
the time of interview), in accordance with government policy.
122
  Participant 1 stated 
that the AQF review has had a negative effect on outbound student mobility at AUS 
1 (and across all Australian universities) because it has “unfortunately tightened 
exchange if students are taking particular degrees.  In effect, the AQF review has 
effectively reduced exchange opportunities for students studying certain professional 
degrees to nil”123 (Participant 1, AUS 1, 24th January, 2015).  This comment suggests 
                                               
122  The Australian government introduced the AQF in 1995 to provide a comprehensive national   
    framework to regulate education and training qualifications at all levels (www.aqf.edu.au).   
Despite the longevity of the AQF’s existence, the first edition of the AQF that sets out the policies 
and objectives was not released until 2011 with the instruction that “all requirements of the AQF 
must be met by 1 January 2015” (Australian Qualifications Framework, 2011, p.102).   
123  As discussed in Chapter 1, Section 1.2 study abroad programs are typically referred to as exchange  
 programs in Australia.     
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that the impact of the Australian Qualifications Framework on the ability of students 
enrolled in particular degrees to study abroad had not been taken into consideration 
by the Australian government.   Presenting one example of the impact of the AQF 
review on study abroad programs, Participant 1 reported that the previous year AUS 
1’s Physical Sciences department had instigated an agreement with a university in 
the United Kingdom because of its reputation in that particular academic field.   
However, following conversations with the department at the potential host 
university in the United Kingdom, Participant 1 reported   
“we [the study abroad office] found that it is going to be very difficult for our 
students to go there now because of the changes to the degree structure 
resulting from the AQF review” (Participant 1, AUS 1, 24th January, 2015). 
Expanding on this point, Participant 1 announced that following the AQF review, 
one of the changes the university made was to offer courses once a year, whereas 
previously courses had been offered twice a year.  As a result, many students  
“are going to have difficulties if they go on exchange because courses [they 
need to satisfy degree requirements] are only offered once a year” [at AUS 1], 
(Participant 1, AUS 1, 24
th
  January, 2015).   
Explaining that returning study abroad students will have to wait until the following 
year to enrol in a course, Participant 1 pointed out that, in this situation, a study 
abroad placement would extend the duration of the degree and added that this was an 
unattractive prospect for many students either because of the financial implications 
or other commitments. Aware of the limitations the new degree structure imposed, 
Participant 1 reported she had sought and secured funding for a limited period from 
the university management to run a pilot program to offer summer study abroad 
opportunities.
124
  
Observing that large quantities of students often withdrew applications to study 
abroad, Participant 2 reported that the study abroad office had conducted research on 
this topic one year and students had reported that 
“they cannot fit an exchange into their degree program, whether it be because 
they are lacking elective courses and need to find very specific courses that are 
offered at a [host] university − and offered in the semester that they are going 
to be going there.  Also there is no guarantee that they will get into these 
                                               
124  Although this action indicates support for study abroad from the university, see Section 4.6 for a  
     discussion on timing issues that often arise for this students who intend to select this option. 
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particular courses… so I think the fact that some of the degree programs are 
very rigid [is an obstacle to study abroad participation]” (Participant 2, AUS 1, 
8
th
 February, 2015).   
 
Outlining the position at AUS 2, the participant declared that  
“some students actually have quite flexible degrees where they can take a 
whole semester of electives and that’s completely fine, but other students will 
have very strict degrees and they will have to find units [courses] at the 
overseas university that match the ones that they would have been doing here 
at AUS 2” (April 13th, 2015).  
This comment highlights the lack of flexibility associated with the structure of 
degrees in some academic disciplines at AUS 2 and highlights that some students 
have to find courses at the host university which will meet the home university’s 
degree requirements.  Although AUS 2 does have an online ‘Credit Transfer 
Register’ where students can look up whether courses at overseas universities have 
been previously approved as equivalent to courses at AUS 2, the sample search of the 
online register that I conducted for this project in relation to one United States’ 
university only listed three courses, along with the comment “if the unit you have 
completed at the external institution is not displayed here, it could be that there is no 
prior credit assessment for the unit against the AUS 2 unit.” In which case, AUS 2 
students are advised to complete a ‘Recognition of Prior Learning’ form.  However, 
given that the student has not yet completed the study abroad placement, the ‘Credit 
Transfer Register’ appears to be designed to improve the application process for 
inbound “diploma mobility” students, as opposed to providing assistance for 
outbound “credit mobility/exchange” students in the academic credit approval 
process.  This scenario indicates that AUS 2 is focused on easing the application 
pathway for the former group of students, perhaps because of the increased funding 
the university will derive from the international tuition fees of  inbound “diploma 
mobility” students.  Indeed, the section of the AUS 2 website which outlines the 
process of obtaining academic credit approval for “credit mobility/exchange” 
students and directs them to meet with an advisor in the academic department 
supports this view.   
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4.1.1 i  Auto-Ethnographic Account 
When I was a student enrolled in a Bachelor of Arts degree at an Australian 
university, the degree structure offered some flexibility which allowed me to enrol in 
some elective courses (which were unrelated to my core degree subject) during my 
study abroad placement at a university in the United States (see Experience 2, 
Chapter 1, pp. 10-11).  However the Australian university limited the number of 
elective courses that could be taken overall to meet the BA degree requirements.  As 
I had taken some elective courses prior to my study abroad placement I was limited 
to enrolling in two elective courses during my study abroad placement because the 
remainder of the courses I enrolled in had to relate to my core degree to fulfill the 
BA degree requirements at the Australian university.
125
  
 
4.1.2  The United Kingdom 
On the face of it, students from the two participating universities in the United 
Kingdom (UK 1 and UK 2) have more flexible study abroad options than students at 
AUS 1 and AUS 2.  At UK 1 Participant 1 reported that the university website 
informs students there are  
“two routes to study abroad… One route is to graduate within three years and 
instead of doing year 2 at [UK 1], you do it when you are abroad and you have 
to match modules [courses]
126
 so in that way you don’t extend your degree.  
The other option is you can add a year to your degree – it’s a pass/fail year 
with extra credit… it is different from the United States where every module is 
factored into their overall GPA
127
 – over here [in England] it is 20% of Year 2 
and 80% of Year 3” (Participant 1, UK 1, 2nd December, 2014). 
A first, significant observation from this account indicates that students at UK 1 are 
aware of the opportunity to study abroad and have the option of selecting a preferred 
pathway.  Indeed, Participant 1 reported that students’ preferences for the two study 
abroad routes were divided 50/50 during the previous application round.
128
  
However, Participant 1 anticipated that in the application round the following year 
the four year study abroad route will be more popular because  
                                               
125  See Section 4.2 for a full discussion on academic credit. 
126  This is another example of the difference in the meaning of a word in the three case-site  
countries (see Chapter 3, Section 3.4.2) as a module is usually referred to as a course in Australia 
and a class in the United States. 
127  Grade Point Average. 
128  Students were applying to study abroad for the 2015 Autumn semester. 
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“it doesn’t represent academic problems at all… the students don’t have the 
same pressure as [they would] if they have to replace the modules [courses] 
from UK 1” (Participant 1, UK 1, 2nd December, 2014).   
Participant 2 reported that the option of two study routes at UK 1 is “one of the 
outcomes of the review of the [university’s] academic framework which basically 
meant that courses went from one semester to one year” (Participant 2, UK 1, 9th 
December, 2014).  However, Participant 2 pointed out that when the decision was 
taken by senior administrative and academic staff 
“we [the study abroad office] thought ‘that’s the end of our business’ because it 
would be much more difficult to integrate study abroad” [into the degree 
structure] (Participant 2, UK 1, 9
th
 December, 2014).   
As a result, Participant 2 organised several meetings with the senior university 
administrators who had made the decision in order to advocate for study abroad to 
remain a viable option.  Participant 2 reported that eventually an agreement was 
reached whereby “we linked the possibility of the opportunity of going abroad [to 
study], with the possibility of improving the employability of the degree” 
(Participant 2, UK 1, 9
th
 December, 2014).   
The difference in the outcomes following the framework reviews at AUS 1 and 
UK 1 indicates the variance in the consideration by senior administrative and 
academic staff of the impact that framework reviews can have on study abroad 
programming.  At UK 1, Participant 2’s account highlights the critical advocacy role 
he played in rallying for the continued provision of study abroad.  Without his 
intervention, the senior administrators’ decision would have removed the option for 
students to study abroad.
129
 
At UK 2, the participant explained that there is an element of flexibility in 
relation to study abroad participation because 
“students [can] apply on the UCAS forms [The Universities and Colleges 
Admissions Service, the online national university application platform] for a 
degree at [UK 2] that has the year abroad component in it… 85% of students 
applying to study abroad go for a year and 15% go for one semester, so mostly 
the three year degree program becomes a four year degree program.  And then 
a few departments only offer a three year program, so students in those 
                                               
129  See Chapter 5 – for more discussion on this topic. 
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departments can only study abroad in the second year for a semester” (15th 
January, 2015, emphasis added).
130
   
The participant commented that students are not required to adhere to the first 
decision they make in relation to whether or not to apply to study abroad because  
“it is very easy for students to switch in and out [of the study abroad option].  
So if students decide that they don’t want to go, they just return to the three 
year program.  If students decide in the first year that they want to go abroad 
then they can switch into the four year program” (15th January, 2015).   
Although this approach to the study abroad application process appears to be 
flexible, the participant pointed out that the opportunity to study abroad is not offered 
in all academic departments.  Consequently the study abroad office often receives 
“requests from students studying in [academic] departments that don’t have study 
abroad programs asking us ‘Is there any way I can go abroad [to study]?’” (15th 
January, 2015).  This comment highlights that although students studying in a variety 
of academic disciplines at UK 2 are interested in studying abroad, the opportunity is 
not offered by all academic departments.  The participant speculated that this 
situation arose because some Heads of Department have not factored study abroad 
placements into the structure of the degree program.
131
  This observation illustrates 
that study abroad programming is a matter of choice, according to the interest (or 
lack thereof) of senior academic staff (who are ultimately acting under the directive 
of the university leader).
132
  
The experiences recounted by the participants in the United Kingdom 
emphasise that there is an element of choice for potential study abroad students at 
UK 1 and UK 2, at least in some academic departments.  Indeed, the study abroad 
routes outlined by the United Kingdom participants indicate that typically students 
are aware of study abroad options.  This project’s finding contrasts with that of a 
United Kingdom study (King, Findlay & Ahrens, 2004) which found that the third 
most cited reason for non-participation by students is “insufficient information on 
possibilities to go abroad” (p.40).  In contrast this project found that constraints in 
the structure of some students’ degree programs presented as the major disincentive 
for potential study abroad students in the United Kingdom.  
                                               
130  See Section 4.5 for a full discussion on Timing and Duration. 
131  This comment was voiced by all participants.  For further discussion on this topic see Section 4.3  
 on Academic Support.  
132  See Chapter 5 – Discussion for further details. 
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4.1.3  The United States 
As previously discussed (Chapter 1, Section 1.3.3), the two American 
universities in this project (US 1 and US 2) are members of a state-wide public 
university system with twenty-three separate campuses.   To briefly reiterate, each 
university campus has a President and one Chancellor has executive jurisdiction over 
all the campuses.  An executive order issued by the Chancellor outlines the 
parameters within which university campuses can choose to manage and operate 
study abroad opportunities.   The key word is “choose” and that study abroad 
programming is a matter of choice is illustrated by the comment that  
“some [academic] departments are now requiring or encouraging students in 
certain subject areas to study abroad and I think that’s fantastic because they 
are basically saying to the student ‘If you are going to Major in this subject, 
you need to have an international perspective and the only way you are really 
going to get that is by having that international experience yourself.’  The 
downside is that there are certain restrictions placed on students [in other 
academic departments] that can inhibit them from even attempting to study 
abroad.” (Participant 2, US 1, 8th January, 2015).   
Asked to expand on this comment,  Participant 2 reported that the students’ choice of 
degree subject may prevent the possibility of studying abroad altogether or limit the 
length of the students’ study abroad experience, largely due to the policies in some 
academic departments.  As a result Participant 2 often found himself in the invidious 
positon of having to inform students that participating in a study abroad program was 
not an option because the degree structure of the subject the student had selected to 
study did not provision for a study abroad placement.  This observation matches the 
experience of the participant at UK 2 and these two experiences highlight that, unless 
the academic Head of Department considers the potential impact, academic policies 
can inhibit study abroad participation at universities where there is no directive from 
university leader to incorporate study abroad placements into the structure of the 
degree program.
133
 
 
 
 
                                               
133  See Section 4.1.3 i below for further details. 
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4.1.3 i  Auto-Ethnographic Account 
In my experience as a study abroad professional at US 2, I noted that no 
academic department required students to study abroad as part of the degree 
program (in contrast to the practice at US 1).  Furthermore, the issue reported by 
Participant 2 at US 1 regarding the degree subject some students selected to study 
placing restrictions on study abroad participation also applied at US 2.  To explain, 
I observed that a university requirement for students studying certain degree subjects 
to take particular classes, or in sequential semesters, at US 2 in order to satisfy 
degree requirements presented an obstacle for students who were applying to study 
abroad in the latter part of the academic career (usually the third or fourth year of 
the degree program).
134
 To illustrate this point, if the prospective study abroad 
student I was advising was enrolled in a particular degree program (with a 
professional credential in conjunction with a Bachelor of Arts degree being one 
example) I was placed in the difficult position of having to explain that the structure 
of the degree program meant that studying abroad at one of the Central Office’s 
partner universities had only been an option for that student earlier in their 
academic career.
135
  Therefore because the student was exploring options later in 
their academic career, I had no choice but to inform the student that a study abroad 
placement at a Central Office partner university was not an option because of the 
rigidity of the degree structure and the Central Office’s mandate that students must 
study abroad for one academic year.
136
  
The participants’ observations in Sections 4.1-4.2 indicate that the degree 
structure for some students actively prohibits participation in study abroad programs 
while the procedures students are required to follow by either the home or host 
university (or both) may deter students from applying, or departing after acceptance.  
In terms of alterations to the degree structure made by two participating universities, 
the research findings indicate that one participant (Participant 2 at UK 1) was in a 
position to advocate for the continuance of study abroad provision in discussion with 
senior administrators and Participant 1 at AUS 1 was able to propose the offering of 
                                               
134  Typically it takes four years to complete a degree in the United States. 
135  As previously mentioned  in Chapter 1, Section 1.3, US 2 students’ study abroad options were  
largely limited to those offered by the Central Office.  See Section 4.5 for a discussion on Timing 
and Duration of Study Abroad Placements. 
136  As discussed in Chapter 1, Section. 1.3.3. In this situation, because of a lack of alternative study  
 abroad options at US 2 my only option was to advise students to participate in a summer study 
abroad program through a third-party program provider as an independent student (i.e. with no 
support from the university). 
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an alternative shorter study abroad option.  Yet discussions with the remaining 
participants suggest that these outcomes were rare occurrences.  Typically, changes 
to academic structures are made without consultation with study abroad 
professionals.  As a result study abroad professionals often need to find solutions, 
where possible, to address issues which affect students’ participation.  This situation 
indicates that some university leaders and senior management fail to consider the 
impact of academic changes on potential (and sometimes existing) study abroad 
students.      
Furthermore, the participants’ comments indicate that even if the structure of a 
student’s degree program allows time for a study abroad placement, or incorporates a 
study abroad component, the student’s degree subject can be a detrimental factor to 
their participation.  The significance of this finding is that although all participants’ 
universities offer study abroad programs, it is not until students seek detailed 
information from study abroad professionals that students may learn that studying 
abroad is not an option due to the structure of the student’s degree, or the subject the 
student has selected to study.  These observations indicate a need for a 
comprehensive review of the degree structure, particularly at universities outside the 
United Kingdom, to allow for more flexibility in the design of degree programs to 
accommodate study abroad placements within a wider range of academic disciplines. 
 
4.2  Academic Credit 
The research findings shared in Section 4.1 indicate that typically students need 
to seek approval for academic credit from academic staff at their home university for 
courses completed at the overseas host university, in order to satisfy their home 
university’s graduation requirements.  All participants noted that if, prior to 
departure, study abroad students learn that academic credit cannot be guaranteed for 
a class which is required to satisfy degree requirements, students are likely to 
withdraw.  This Section presents the study abroad professionals’ observations on the 
challenges students often encounter in completing the credit approval process at 
either the home or host university, or occasionally both.   
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4.2.1  Australia 
At AUS 1, Participant 1 explained that students do not receive approval from 
the study abroad office to go on exchange until students have submitted proof that 
academic staff have granted approval that courses completed overseas will count 
towards the students’ degree.  However, as “most students won’t actually have that 
approval by the time that we evaluate applications… we [the study abroad office] can 
provisionally accept them without the official [academic] approval” (Participant 1, 
AUS 1, 24
th
 January, 2015).   Outlining the process further, Participant 1 noted that, 
in general, the  
“students’ courses are far too inflexible to deal with the uncertainty of going on 
exchange… our students really have a hell of a time because they don’t have 
the flexibility of General Education courses that American students can have” 
(Participant 1, AUS 1, 24
th
 January, 2015).   
This comment raises the question of the extent to which anomalies in the higher  
education systems of the home and host universities impact on study abroad 
placements.  For example, Participant 2 observes that one of the difficulties, for all 
outbound students from Australia studying in the United States, or vice versa, is the 
difference in “the way that higher education is set up” (Participant 2, AUS 1, 8th 
March, 2015).  To explain this point, the undergraduate degree structure in Australia 
largely follows the British higher education system, whereby students apply for a 
place at a university to study for a particular degree (i.e. Bachelor of Arts in Classical 
Studies), select courses each semester directly related to the core subject of the 
degree, and take a limited number of elective classes (unrelated to the core degree 
subject) during the duration of the degree program.  In contrast, American students 
generally apply for a university place and later decide on the core degree subject 
(Major) and perhaps add a secondary (Minor) degree subject to study concurrently.  
Consequently, during the first two years of the degree program students often enrol 
in General Education classes covering a variety of subjects within five subject areas, 
divided into Lower Division General Education and Upper Division General 
Education, often without having yet decided on a core degree subject (Major) or a 
secondary degree subject (Minor).  To illustrate this practice, a participant in the 
United States reported that “a lot of my students might go abroad with no Major or 
Minor declared and end up being a Spanish Major or Minor [after studying in a 
Spanish speaking country] (Participant 1, US 1, 20
th
 January, 2015).  Elaborating on 
111 
 
the effects of the different higher education systems on study abroad program 
participants, Participant 1 explained  
“when a student goes on exchange from AUS 1, they are obliged to take the 
equivalent of a full-time load… at AUS 1 that means eight units which is four 
courses, but at many of our American partner universities that is the equivalent 
of fifteen credits [five courses] which is a lot” (Participant 1, AUS 1, 24th 
January, 2015).  
Participant 1’s comment on the quantity of academic coursework study abroad 
students may be required to undertake accentuates the study component of the 
placement and refutes the view that study abroad is a form of “Grand Tour” (Reilly 
& Senders, 2009. p.242). 
Discussing study abroad students’ concerns about obtaining academic credit, 
Participant 1 at AUS 1 pointed out that students may continue to face challenges in 
the course enrolment process at the host university because 
“they may not get into the courses [they need to enrol in to satisfy degree 
requirements] because either the courses are full, the courses are only for 
domestic [local] students, or domestic students are given priority [during the 
enrolment process], or the courses are not being offered, or there is a timetable 
clash” (Participant 1, AUS 1, 24th January, 2015).   
Following my inquiry about the key institutional obstacles which cause exchange 
students to withdraw, Participant 2 replied  
“I think one of the biggest issues is the ability for students to go and gain 
[academic] credit.  We have actually been looking at some research from our 
office on students that end up withdrawing from exchange − and that’s for a 
mix of reasons… a lot of times I speak with students who find that they cannot 
fit an exchange into their degree program, whether it is because they are 
lacking elective courses and need to find very specific courses that are offered 
at a host university and offered during the semester that they are going to be 
going there… also there is no guarantee that they will get into these particular 
courses” (Participant 2, AUS 1, 8th February, 2015).   
 
At AUS 2, the participant explained that the flexibility of the study abroad 
application process allowed students to apply for up to five host universities.  
However, the participant lamented that this process represented administrative 
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challenges for the study abroad office because “the more choice and more flexible 
options there are out there, the harder it is for us to monitor” (13th April, 2015).  
Asked to expand on this comment, the participant explained  
“we do have times where students have picked a [host] university and right 
before students are about to go, they realise that the subjects they have picked 
[to study at the host university] aren’t actually going to count towards [degree] 
credit [at AUS 2].  So then we have the dilemma of letting them go or not 
letting them go − because obviously exchange must count towards the 
students’ degree” [at AUS 2] (13th April, 2015).   
The regularity of this situation led the participant to state “it would just become 
easier logistics-wise if students could take elective courses” (13th April, 2015).137 
 
4.2.1 i  Auto-Ethnographic Account  
After I had been accepted to study abroad at a university in the United States 
(US 2), the study abroad office at the Australian university informed me that it was 
my responsibility to complete a form listing the courses I intended to enrol in and to 
gain academic approval for those courses.  Failure to complete the form by a set 
date endangered my study abroad placement.  A simple enough task I thought.  
However, completing the form required me to research the courses at US 2 online 
that related to my core degree subject, note the course descriptions and arrange to 
meet with each of my Australian course leaders to seek approval that academic 
credit would be granted for the courses I had selected.   Aware of the course leaders’ 
limited availability due to teaching commitments, I made the appointments first and 
set about researching core degree subject courses at US 2 online.  However, even 
with ten days to conduct the research, the day before the first appointment, I had 
been unable to find the required information in sufficient detail on US 2’s website.  
Without this information the Australian course leaders would be unable to compare 
and match the core degree subject courses at the respective universities and grant 
the academic credit I needed to satisfy the degree program requirements at the 
Australian university.  Therefore, I resorted to embellishing the brief US 2 course 
descriptions with words from the Australian university’s course descriptions to 
create a new document that matched.    As this tactic proved successful at the first 
                                               
137  In the same context see comment from a United States participant on p.113. 
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course leader appointment, I applied this process to the remainder of the 
appointments.  This account describes the lengthy, time-consuming (and creative) 
process I followed to gain approval from the Australian course leaders in order to be 
granted academic credit for courses I was proposing to take at US 2.   
After commencing the semester at US 2, I decided to drop one of the approved 
core degree subject courses and enrol in another a week before the course add/drop 
deadline at US 2.
138
  Due to the time constraint and the Australian university’s 
requirement to obtain written permission (including a signature) for any changes 
from the course leader, a scanned document sent via email was the only available 
approval method.  I finally obtained approval for the course change from the 
Australian course leader two hours before the US 2 course change deadline.  Upon 
gaining the Australian course leader’s final approval, I was enrolled in two core 
degree and two elective courses and received transfer credit towards my Bachelor of 
Arts (BA) degree at the Australian university.   
The process of obtaining academic credit approval was made more stressful by 
the fact that US 2 offered no other courses in my core degree subject which would 
count towards my BA degree and the BA degree structure did not allow me to enrol 
in further elective classes.  In which case, failure to enrol in the substitute core 
degree subject course at US 2 would have meant that I was no longer a full-time 
student.   This situation would have jeopardised my study abroad placement because 
I was required to maintain full-time student status as the recipient of a J1 student 
exchange visa, in accordance with the regulations of the United States’ Department 
of Homeland Security.  
 
4.2.2  The United Kingdom  
Participant 2 at UK 1 outlined that students who choose to study abroad for the 
second year of the degree are required by the university to match modules (courses) 
while overseas  
“with the idea that obviously if a student goes abroad after the end of the first 
year, then comes back in the third year, in the second year if he/she has done 
nothing related to the [degree] subject, he/she will struggle” [to complete the 
degree requirements] (Participant 2, UK 1, 9
th
 December, 2014).
139
   
                                               
138  The add-drop deadline was three weeks after the semester had started. 
139  Typically students can choose to study abroad in the second or third year of the degree. 
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In regards to academic credit, regardless of which of the two study abroad routes 
students choose, Participant 2 declared that a Pass/Fail grade is assigned to courses 
study abroad students complete at the host university because “for quality assurance 
requirements… it was decided it was much easier if the grade was just pass/fail. And 
then we don’t compare the grades” (Participant 2, UK 1, 9th December, 2014). 
When I asked if this grading system was unique to UK 1, without knowing for 
certain, Participant 2 surmised that “at least half the universities in the UK do that, if 
not more” (Participant 2, UK 1, 9th December, 2014).    
Participant 2 outlined that UK 1 students do have some restrictions on the 
country in which they choose to study abroad because the university no longer 
teaches any languages.  Instead students are offered the opportunity to learn 
languages for free as an extra-curricular activity.  Reporting that approximately four 
hundred students take up this option, Participant 2 also commented that because of 
the university’s pass/fail process, students studying languages have no incentive to 
study abroad because they do not receive academic credit.  This comment 
underscores that the university’s decision to offer study abroad on an academic 
pass/fail basis may be an obstacle for some potential “credit mobility/exchange” 
students. 
 
4.2.3  The United States  
At US 1, Participant 2 explained that students are generally required to match 
courses at the home and host universities to gain academic credit towards the Major 
(core subject) or Minor (secondary subject) degree.  With first-hand knowledge of 
the potential difficulties for students in obtaining academic credit from academic 
advisors at US 1, Participant 2 announced  
“what I would like to see, if I had my magic wand, is recognition that General 
Education [in the United States]… is well thought out and well planned [so]  
… why don’t we just allow a student to take a series of courses abroad in any 
subject area to fulfill those upper division General Education courses.  That’s a 
discussion that has to happen probably at the State [government] legislative 
level” (Participant 2, US 1, 8th January, 2015).   
Participant 1 at US 1 reported that inconsistencies in the students’ home and host 
university higher education systems are often an issue.  Citing one example, the 
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participant reported that although Japan is an option for Business students, 
difficulties in arranging credit arise because  
“Business is a four unit class, whereas the units in Japan are 1 - 2 classes each, 
so [US 1] students would have to effectively take eight or ten classes in Japan 
to even remotely come close to a full-time load here [at US 1].  So it really 
creates a lot of problems in terms of getting credits to transfer back as course 
equivalents [to satisfy the university’s degree requirements]” (Participant 1, US 
1, 6
th
 January, 2015). 
This finding matches the experience of Participant 1 at AUS 1 who indicated that 
study abroad students may engage in a greater amount of coursework than students 
who remain at the home university.
140
  
To assist students and alleviate the stress involved in the uncertainty involved 
in the academic credit process, Participant 2 reported that over a period of time the 
study abroad office has created a database showing  
“course match-ups for every student that goes abroad… so we share that with 
students to say ‘Look if you take Marketing 352 or Chemistry 405 at the host 
university, US 1 has already cleared those [courses] for academic credit’ ”  
(Participant 2, US 1, 8
th
 January, 2015). 
The participant reported that the course match-up process was very time-
consuming, but the study abroad office had managed to find time to create the 
database after being informed by students that academic staff were often slow to 
respond to emails relating to academic credit approval requests, or did not reply at 
all. 
 
4.2.3 i  Auto-Ethnographic Account 
In my professional role at US 2, I advised students who had been accepted to 
study abroad by the Central Office’s Selection Committee to complete a course 
approval form to match-up core courses at US 2 and the host university by 
researching courses online before making an appointment to meet with the relevant 
academic advisor.   In view of the stress I incurred in obtaining academic credit 
approval as a study abroad student (see Section 4.2.1 i), as a study abroad 
professional I advised students to obtain approval for more courses than they 
                                               
140  See Section 4.2.1, p.109. 
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intended to complete at the host university.  However, on several occasions students 
informed me that an academic advisor had not approved a course at a host 
university because the academic advisor had not deemed it equivalent to the course 
at US 2.  In this situation, students often informed me that they had to withdraw their 
study abroad application because the possibility of not finding an alternative course 
at the host university which met with their academic advisor’s approval could 
potentially extend the time it would take to complete the degree if the student 
proceeded with their study abroad placement.  To avoid this situation, I asked 
students who had not already completed all of their General Education courses to 
complete a General Education Evaluation Form and email it to US 2’s General 
Education Evaluator for approval because this was a much easier academic credit 
approval process with students typically receiving a positive response via email 
within three days. 
 
4.2.3 ii  Auto-Ethnographic Account 
In my professional role at US 2, 
 
I also provided advice via email on a variety 
of issues to inbound study abroad students prior to their arrival.  Chief amongst 
these were concerns that they would be granted academic credit by their home 
university for courses they completed during their study abroad placement at US 2.   
As a result of the difficulties I experienced in obtaining course information online as 
an inbound US 2 study abroad student (see Section 4.2.1 i), I uploaded detailed 
information and enrolment instructions on the website and emailed the website link 
to all inbound study abroad students.
141
 From my own experience as a study abroad 
student at US 2, I was aware that a chief obstacle to enrolment for some students was 
the need to meet pre-requisite requirements to enrol in particular courses at US 2.  
For example, all students (local and study abroad) intent on enrolling in French 102, 
had to prove that they had passed a course equivalent to French 101.  For inbound 
study abroad students this was a lengthy process because it could take several weeks 
before the students’ official transcript was even received at US 2.  Next the official 
transcript had to be uploaded to the students’ electronic academic record by the 
Admissions Office before it could be viewed by the academic staff member.   As a 
result of the time this process took, I advised inbound study abroad students to send 
                                               
141  In addition, I re-formatted the mandatory Orientation session for inbound students to provide  
 more detailed information than I had received as a study abroad student at US 2. 
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the official transcript directly to me.  I then took a copy, delivered the original to the 
Admissions Office and emailed a scanned copy of the official transcript either 
directly to the student (attaching a letter of support for the student to forward to the 
academic staff member) or directly to the academic staff member if the student’s 
online enrolment date was imminent.  Once the academic staff member had viewed 
the official transcript, providing the student had passed the pre-requisite course, the 
student was emailed the permission number they had to enter as part of the online 
enrolment process.    
Despite my attempts to assist inbound study abroad students in the enrolment 
process, inbound study abroad students often informed me the academic staff 
member had contacted them to say “Sorry, the class is full”(paraphrased), or did not 
respond to the students’ email at all.  In these instances, I advised students to 
“crash” the class and explained that this process entailed attending the first class to 
find out if all enrolled students were present.  Because students were often concerned 
about this process, I assured them that this was common procedure at US 2.  Indeed, 
I recounted my own experience of attending the first three sessions of an already full 
class when I was a study abroad student at US 2 and then being granted a 
permission number to officially enrol online after another student dropped the 
class.
142
 Nonetheless, inbound study abroad students often informed me that they 
needed to enrol in a particular course to fulfill degree requirements at their home 
university.  In such cases, because there was no guarantee of successful enrolment at 
US 2, I found that inbound students often withdrew from the study abroad program 
at US 2.
143
  
The views relayed in this Section indicate that universities need to incorporate 
more academic flexibility in the future design of degree programs because existing 
academic credit approval arrangements present obstacles to a considerable 
percentage of potential study abroad students, not least because of the differences in 
the education systems in two of the project’s national case-sites.  This finding is 
significant because it draws attention to participants’ observations in relation to 
students’ concerns about academic credit and this topic is somewhat overlooked in 
                                               
142  At US 2, students had three weeks to finalise their class timetable.  In accordance with U.S.  
 Department of Homeland Security regulations study abroad students must be enrolled  
 full-time. 
143  This scenario particularly applied to students in the latter stages of their degrees and potentially  
 affected the balance in student numbers between US 2 and the student’s home university if  
 reciprocity was strict (See Section 4.6 for a discussion on the potential outcome). 
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the literature.  For example, Table 6 (see below) displays the results of a United 
Kingdom survey on reasons students cited for not participating in study abroad 
programs which lists column “E = I would have had to prolong my degree” [above 
column] “F = Studies not recognised” (Sussex Centre for Migration Research, 2004, 
p.38).  Yet, the participants’ comments in this Section indicate that if universities 
either designed degree programs to incorporate a study abroad placement, or eased 
the academic credit approval process, the recognition of academic credit would no 
longer be an obstacle to study abroad participation because a study abroad placement 
would not prolong the student’s degree. 
 
 
Table 6: Students’ Reasons for Not Studying Abroad 
 (Sussex Centre for Migration Research, 2004, p.38). 
 
4.3  Academic Support 
Given that the ethnographic interview data indicates that participants’ 
universities generally required students to seek approval for and be granted academic 
credit for courses taken at the host university, it could be assumed that academic staff 
at each participants’ university support study abroad.  However, this Section 
illustrates that the interest of academic staff in promoting and supporting study 
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abroad is inconsistent at each of the participants’ universities and gaining widespread 
support is difficult for the participants to either achieve or consistently maintain.  
 
4.3.1  Australia 
At AUS 1, Participant 2 commented that the de-centralised approach to study 
abroad means that although  
“most Faculties [academic departments] will have an international division 
where part of their strategy is enhancing the opportunities that are available for 
their students… [in reality] what that international division does within the 
Faculty varies greatly” (Participant 2, AUS 1, 8th March, 2015). 
This comment outlines that there is a lack of consistency in support for study abroad 
programming from individual academic departments.  Noting that the Faculty 
international divisions had existed for some time with the primary purpose of 
recruiting inbound international (“diploma mobility”) students, Participant 2 added  
“I think now the international departments are starting to pick up other parts of 
the international strategy by trying to increase international program 
participation for the student population in general” (Participant 2, AUS 1,  
8
th
 March 2015, emphasis added).   
This latter comment indicates that the recruitment of degree-seeking, fee-paying 
international (“diploma mobility”) students had formerly been the primary focus for 
most academic departments.   More than that, Participant 2’s comment highlights 
that increasing study abroad participation rates is a matter of choice in each academic 
department because of the university’s de-centralised structure.144 
 
4.3.2  The United Kingdom 
At UK 1, Participant 1 stated that the university also adopts a de-centralised 
practice in the provision of study abroad.  Yet, in contrast to the Australian 
universities’ practice of employing administrative staff in academic departments to 
coordinate study abroad programs, at UK 1 an academic staff member acts as an 
exchange coordinator in conjunction with other duties.   Participant 1 observed that  
“I think that part of the problem is that they are academics who have um [sic] 
pause 70% of the job is teaching, 20% is assessment, 10% this and 10% that, 
                                               
144  See Chapter 5, Section 5.3 for a full discussion. 
120 
 
so the exchange part is maybe 5% or 10% of their job.   So it is not what they 
do all the time, it’s just something they do on the side” (Participant 1, UK 1,  
2
nd
 December, 2014). 
Another difficulty reported by Participant 1 is the lack of dependable support for 
study abroad from academic staff across the university.  Consequently,   
“there are champions who do think it [study abroad] is really important and try 
really hard to promote it... [but] it depends too much on a single personality, so 
if that person leaves then it [study abroad promotion in that academic 
department] dies as it is not really embedded in the whole university” 
(Participant 1, UK 1, 2
nd
 December, 2014).   
The lack of a uniform approach results in some academic departments at UK 1 
actively promoting study abroad opportunities while others do not.  Consequently, 
Participant 1 reported that some academic staff  
“don’t understand the opportunities… [and consider that] study abroad is for 
language students and no one else.  But we [in the study abroad office] are 
trying to break that myth” (Participant 1, UK 1, 2nd December, 2014).   
However, Participant 1 commented that casting the myth aside is a hard task and the 
study abroad office often receives reports from students who “went to speak to 
somebody in the Faculty [academic department] and that person told them either they 
shouldn’t study abroad or they can’t study abroad”  (Participant 1, UK 1,  
2
nd
 December, 2014).   
Although a study abroad component is now offered as part of the degree at UK 
1 university-wide, following an overall re-structure of the degree programs (See 
Section 4.1.2), Participant 1 pointed out that this message has either not reached 
academic staff in each discipline, or is not supported by them all.  As a result, 
“the students get all kinds of mixed messages, because the faculty [academic 
staff] know that students going abroad represents more work – they are going 
to have to assess documents to match up modules (courses)” (2nd December, 
2014).   
In a bid to increase awareness among academic staff, the study abroad office hosts 
information sessions.  However, Participant 1 stated that the sessions are generally 
poorly attended.  Furthermore, Participant 1 reported  
“during the first two weeks [of semester] there are all these Orientations and 
induction talks, so I contacted every single [academic] School and asked if I 
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could come along for 5-10 minutes to do a big plug on study abroad or send 
them a quick slide about study abroad.  I would say about half of them 
replied… the other half never even replied so I couldn’t even give them a 
single study abroad slide for their students [in those academic Schools]” 
(Participant 1, UK 1, 2
nd
 December, 2014).   
 
At UK 2 the participant also reported a lack of uniformity in the approach to 
study abroad in the various academic disciplines.  Academic departments which do 
support study abroad follow a de-centralised approach by employing a dedicated 
departmental international coordinator who is responsible for advising students 
before, during and after the study abroad experience.  In contrast, other academic 
departments  
“are so resistant and so they refuse to do it.  They just say ‘there’s no need for 
our students to study abroad.’  They don’t care that students want it [the 
opportunity].  They feel that it is just an administrative burden... one of the 
Faculty [academic department] members has to be the advisor and that takes 
away from research and teaching time” (15th January, 2015).    
The participant stated that the variance in the academic staff’s attitude towards study 
abroad is a key institutional obstacle to study abroad participation at UK 2.  
Expanding on this topic, the participant pointed out that typically students respect the 
views of the academic staff.  Therefore, if an academic staff member fails to share an 
understanding with students of the values (academic and cultural/social at a 
minimum) that study abroad programs can provide, students are less likely to 
consider participating. 
 
4.3.3  The United States   
At US 1, Participant 1 declared that 
“there are certain [academic] departments that are very resistant… but we have 
had pretty good success with getting some new faculty [academic staff] 
informed… this is helpful as the faculty [academic staff] will hopefully be a 
resource for our students who have questions about course equivalencies” 
[during the academic credit approval process] (Participant 1, US 1, 6
th
 January, 
2015).  
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Although efforts by the study abroad office in gaining academic endorsement have 
had some success, Participant 1 commented that overall difficulties still exist in both 
creating awareness and maintaining support for study abroad.   As a result, support 
for study abroad 
“becomes a self-selection process of the faculty [academic staff] that are our 
supporters… because most faculty couldn’t care less so [their response is] ‘This 
is one more spam email.  Why do I care about this?’ ”   (Participant 1, US 1, 6th 
January, 2015).   
Participant 2 at US 1 described an overall “lack of support by faculty [academic 
staff] in encouraging their students to go abroad” (Participant 2, US 1, 8th January, 
2015) as one of the key obstacles.  Instead, the study abroad office relies on the 
support of a small number of academic staff who are appointed by the university’s 
Academic Senate to a committee which is responsible for overseeing matters relating 
to inbound (“diploma mobility”) international and outbound (“credit 
mobility/exchange”) students.  Reporting on the high level of support from some 
committee members, Participant 1 lamented “we get a vital member and then they 
leave!” (Participant 1, US 1, 6th January, 2015).   Participant 2 reported that he 
intended to repeat a strategy he had developed the previous year which involved 
“doing another listening tour [of the academic departments] to try to get faculty 
[academic staff] motivated [to promote study abroad]” (Participant 2, US 1, 8th 
January, 2015).  Participant 2 explained that this bid to reach out to academic staff 
involved first starting a dialogue with senior academic staff (such as Heads of 
Department).  This finding highlights that proactive interventions from study abroad 
professionals may be necessary to increase support for study abroad at the senior 
academic level.  However, discussions with other participants indicate that 
opportunities to engage in discussions to advocate support for study abroad with 
senior academic management are infrequent, or not offered.
145
  
 
4.3.3 i  Auto-Ethnographic Account  
During my annual evaluation as a study abroad professional at US 2, among 
my goals for the forthcoming year I repeatedly listed delivery of a study abroad 
presentation at the annual Faculty Retreat for academic staff.  This repeated goal 
                                               
145  For more on this topic see Chapter 5 – Discussion. 
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originated from my awareness that support for study abroad was restricted to a 
small number of faculty members who were largely of international origin.  Each 
year, my supervisor’s response was “We’ll see”(paraphrased). Finally, after five 
years and the intervention of an international academic staff member (who was also 
a member of the Study Abroad Evaluation and Faculty Retreat Committees), my 
supervisor asked me to contribute to the office’s proposal to present at the Faculty 
Retreat.
146
  When the proposal was accepted, I envisaged presenting to the entire 
academic staff population (both newly appointed and existing).  Instead, the office’s 
presentation was one of several breakout sessions held in a small room and I was 
assigned five minutes to present on study abroad.  Only seven academic staff 
members attended my session and three were already study abroad champions.  This 
account indicates that there is a lack of leadership and academic management 
interest in promoting either awareness of or support for study abroad at US 2 to 
academic staff. 
When I commenced my professional role at US 2, the academic staff who 
actively promoted study abroad and were members of the Study Abroad Evaluation 
Committee consisted of a small group whose interest stemmed from their personal 
and/or academic international backgrounds.
147
  To widen membership of the Study 
Abroad Evaluation Committee, I sent an email to academic staff who wrote 
recommendations for study abroad applicants, thanking them for supporting the 
student’s goal to study abroad.148 If I had not previously met the academic staff 
member I inquired if I could arrange a meeting.  In this way I added more members 
to the Study Abroad Evaluation Committee and the network of academic advisors 
who granted academic credit approvals.  The latter was particularly important as 
prospective study abroad students regularly reported to me that some academic 
advisors were unaware of the study abroad program, or unsupportive in the 
academic credit approval process.
149
    
                                               
146  As discussed in Chapter 1, Section 1.5, the study abroad office was located in a department which  
  primarily provided immigration advice for inbound “diploma mobility” students.  Because the  
  university had a high percentage of this group of students the staff allocation ratio for the two  
  areas was 1:4. 
147  The Central Office required all applicants to be evaluated by the study abroad office and a panel  
 of academic staff.  When I commenced employment at US 2 all members of the Evaluation    
 Committee were born outside the United States.    
148   The Central Office required all applicants to provide recommendations from two academic staff  
   members. 
149   In these instances, I advised students to contact the Chair of the Department to arrange a meeting. 
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In another bid to increase awareness of and support for study abroad from a 
wider selection of academic staff, I emailed Department Heads of a variety of 
academic departments to suggest that I deliver a presentation at the departmental 
meeting held for all academic staff at the beginning of the semester.  However, on 
average, only two or three Department Heads responded to my email. Furthermore, 
during subsequent presentations, I learned that more than one academic staff 
member had previously been unaware that US 2 offered study abroad opportunities.  
I also often observed that more than one member was resistant to supporting study 
abroad, citing either a lack of time to assess academic credit, or proffering the view 
that the quality of teaching was better at US 2 than at overseas universities.   
All of the participant accounts recounted in this Section indicate that study 
abroad often comes last, if at all, in the academic staff members’ list of priorities.  
Yet, because academic staff meet students a minimum of once a week in the 
classroom, the participants’ accounts illustrate the significant impact that the attitude 
of academic staff towards study abroad has on students.  Thus, this project finds that 
the viewpoint of academic staff can negatively or positively affect a student’s 
decision to study abroad.  However, more importantly, without support from 
university leaders (i.e., from the top down) the participants’ accounts illustrate that 
achieving consistent support from academic staff members is a difficult task 
regardless of whether study abroad is operated on a centralised or de-centralised 
basis.  
 
4.4  Financial Assistance  
Further to discussions in Chapter 2 (Section 2.4.1) which outline the overall 
inadequacy of government funding for study abroad, this Section recounts the 
participants’ observations on this topic and provides insights on the extent to which 
university financial assistance is available at the case-site universities.  The findings 
of this Section are particularly relevant to the project and the field because cost is 
often considered a key obstacle to study abroad (Clyne & Rizvi, 1998; Siaya & 
Hayward, 2003;  Liao, 2006; King, Findlay & Ahrens, 2010; Cushner & Karim, 
2004) and the majority of participants note that the description of study abroad 
students as “white, female [and] middle-class” (Brustein, 2007, p.383) does not 
generally correlate to the socio-economic backgrounds of their respective 
university’s student population.   
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4.4.1  Australia 
At AUS 1, Participant 3 pointed out that one of the eligibility requirements for 
a government Overseas Higher Education Loan Program (OS-HELP) loan is that 
students must “get their credit approved in advance… [because that is] what the 
whole process is focused on” (Participant 3, AUS 1, 15th March, 2015).  This 
comment emphasises the critical financial impact on students’ participation in study 
abroad programs if students are unable to obtain academic credit approval.  Of 
particular interest to this project is Participant 2’s observation that the loan amount is 
higher for students studying in Asia, in accordance with the government’s New 
Colombo Plan (which focusses on developing stronger links with Indo-Pacific 
regions), yet the United States is another destination country of the New Colombo 
Plan.
150
  With no university scholarships available, Participant 3 reported that 
potential AUS 1 study abroad students who fail to meet the eligibility criteria for an 
OS-Help loan have to find alternative funding sources, or remain at AUS 1.
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Also discussing the New Colombo Plan, the participant at AUS 2 commented 
that the availability of government funding to study abroad in Indo-Pacific regions, 
particularly in Asia, did not correlate with students’ interest in studying abroad in 
Asian countries.  To outline this point, the participant reported that  
“about 10% [of potential AUS 2 study abroad students] are interested in going 
to Asia.  And the other 90% want to go to Europe, the UK or America” (13th 
April, 2015).   
Furthermore, the participant pointed out that for the students who are interested in 
studying in Indo-Pacific regions, the study abroad office was unable to guarantee that 
the university’s submission for government funding would be successful.  The 
participant reported that students find the uncertainty of receiving financial support 
disconcerting.
152
 Perhaps to alleviate this financial uncertainty, the participant 
reported that the university has “a mobility scholarship fund and every student going 
out currently gets one.  So it varies between AUD$2,000 - AUD$4,000 depending on 
[the] region [students select to study abroad in].” (13th April, 2015).   
                                               
150  As discussed in Chapter 2. 
151  The semester I spent studying abroad in the United States was fully self-funded.   As a part-time   
      undergraduate student at the Australian university,  I did not quality for scholarships or   
      government financial assistance.  Yet, the reason I was a part-time student was because I worked   
      full-time to reduce the amount of my student loan. 
152  To highlight the competition, another participant (Participant 1 at AUS 1) reported the university  
 was typically awarded 4-5 out of 60 possible scholarships. 
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In response to my reaction to the scholarship amount, the participant added   
“I think they [university management] are starting to realise how generous it is 
and re-looking at allocating that mobility scholarship fund into different 
promotional activities… it might go towards even more promotion of the 
Asian region!” (13th April, 2015, emphasis added).   
The participant explained that students currently studying in China receive the lesser 
scholarship amount because of the low cost of living in China.   However, the 
participant’s comment indicates that the university’s interest in strengthening ties 
with the Asian region align with the government’s goals.153  Reporting an overall 
lack of student interest in studying in the Asian region, the participant posited that 
the university’s consideration of an increase to the scholarship amount for the region 
may be intended to attract more students to undertake a study abroad placement 
there.   The participant reported that, despite widespread promotion of the 
university’s mobility fund scholarship across a range of in-person and 
technologically-assisted marketing platforms, study abroad application statistics 
remain low.   The participant ascribed the students’ reticence in applying for a 
scholarship to study abroad to the fact that “ no matter even if it [the website] says 
everyone will get a scholarship, students think they have to apply for it and that it’s a 
competitive thing… so I think that it is hard for them to understand” (13th April, 
2015).  The participant suggested that this reaction may reflect the fact that students 
are in a fiscal environment where the topic of increased tuition fees dominates 
discussions in and beyond university campuses.   
 
4.4.2  The United Kingdom 
At UK 1, Participant 1 noted that insufficient government funding was not an 
obstacle to study abroad participation because students 
"actually get a big discount – this is something that is part of the UK 
government initiative… they are really trying to increase outbound mobility, so 
they have decided that when a student goes abroad for a full year the students 
gets an 85% tuition fee discount if the student does it [study abroad] during a 
three year degree – a regular degree.154  We [the university] lose out on funding 
for that student, but a lot of students decide to do an extra year abroad which is 
                                               
153  As discussed in Chapter 2, Section 2.3.1 i. 
154  As discussed in Chapter 2, Section 2.4.1 
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a four year degree… so on that [study abroad] route we [the university] get 
three years of regular full tuition fees, plus we get an extra year’s worth - even 
though it is discounted, it’s still extra fees” (Participant 1, UK 1, 20th February, 
2015). 
Furthermore Participant 1 reported that all UK 1 study abroad students automatically 
receive a £300 bursary.  In view of Participant 1’s remarks, future research on the 
impact of the government study abroad funding policy on study abroad participation 
rates at each UK university would be insightful for a range of stakeholders at 
government and university levels.  As a first step towards developing and sharing an 
understanding on this topic, this information could be collected as part of the study 
abroad data which some universities submit electronically on an annual basis to the 
Higher Education Statistics Agency (HESA).  For example, a question could be 
added to the section on students’ socio-economic background to indicate at what 
stage in the academic career students became aware of the provision of government 
funding (i.e. the reduced tuition fees for students who study abroad outside of Europe 
for one year).  Additional questions could be added to illustrate to what extent the 
government funding contribution influenced the students’ choice regarding their 
study abroad destination and duration of program. 
 
4.4.3  The United States 
In discussing the financial status of the student population at US 1, Participant 
1 highlighted that because it is highly diverse “a lot of students have no money of 
their own - so study abroad is all completely federally-funded — I mean by the federal 
government” (Participant 1, US 1, 6th January, 2015).  Expanding on this topic, 
Participant 2 at US 1 outlined that the flexible approach of the university’s student 
finance office allows eligible students to continue to receive either federal or state 
government financial aid while participating for a semester or an academic year on 
any of the study abroad options US 1 offers.  This comment indicates that the student 
finance office at US 1 follows the national guideline that “a student’s enrollment in a 
program of study abroad approved for credit by the home institution may be  
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considered enrollment at the home institution” (Federal Student Aid, 1999, 
para.18).
155
  
Participant 2 reported that another (or alternative) potential funding source is a 
university scholarship which ranges from US$1,000-$3000 (depending on the 
destination country).  However, Participant 2 pointed out that scholarship 
applications are limited to specific academic disciplines in accordance with the terms 
of the endowment which funds the scholarship and competition for the scholarship is 
intense.  For example, in the last round of applications, Participant 2 reported that 
twenty-six students applied, but only ten scholarships were awarded.    Participant 2 
declared that this level of competition meant that taking out a loan may be the only 
source of funding for students whose families are unable to cover the costs (i.e. 
airfare or other expenses) or students are not eligible to receive government financial 
aid.  However, when Participant 2 discussed the possibility of taking out loans with 
students the frequent response was “Oh no, my parents don’t want me doing that” 
(Participant 2, US 1, 8
th
 January, 2015). 
The two participants’ responses at US 1 illustrate that financial obstacles 
impact on the majority of study abroad students, despite the variety of study abroad 
options offered by US 1.  This latter point is of particular significance to this project 
because Participant 1 at US 1 noted that, largely as a result of students’ limited 
financial means,  
“I am definitely seeing growth in short-term programs… which is exciting to 
me, but also a tremendous amount of work!” (Participant 1, US 1, 6th January, 
2015, emphasis added).   
This comment matches the experience of Participant 3 at AUS 1 whose study abroad 
duties had (at the time of interview) been re-assigned to coordinate a short term study 
abroad pilot program during the summer (see Chapter 3, Section 3.3.2, p.89).  Both 
participants’ experiences suggest that access to study abroad funding is limiting some 
students’ options to participation in short term programs.  Perhaps restricted funding 
sources are one indication of why universities (and third-party program providers) 
are increasingly offering short term programs, as opposed to encouraging students to 
participate in study abroad programs for a minimum of one semester in accordance 
                                               
155  That this practice is in direct contrast to that of the financial aid office at US 2 is another example  
 of the variance in the attitude toward study abroad programming at US 1 and US 2. 
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with a study abroad agreement between the home and host university.
156
 To clarify, 
short term programs place less financial burden on the student, but also on those 
universities which offer financial assistance to students who participate in short term 
programs.  Overall, the students’ financial position goes some way toward answering 
the primary research question “why don’t more undergraduate students study 
abroad?”    
 
4.4.3 i  Auto-Ethnographic Account  
In my role as a study abroad professional at US 2, I estimate that eighty 
percent of students I met at Study Abroad Fairs and other marketing events informed 
me that study abroad was not an option because of the anticipated expense.  
However, after I explained that students continued to pay tuition to US 2 as a student 
at an international partner university of the Central Office,
157
and that students 
continued to receive any current government financial aid, I found that students were 
interested in learning more information about studying abroad.  Accordingly, I 
encouraged students to attend one of the Study Abroad Information sessions that I 
held twice a week in the Fall semester.
158
 I created a PowerPoint presentation to 
deliver at the sessions (including several slides on financial assistance options) and 
provided each student with a handout of the presentation.  At the end of the Study 
Abroad Information session I advised students that the next step was to make an 
appointment to meet with me to discuss study abroad in more detail.
159
  During this 
one-to-one meeting, students often either informed me that government (federal or 
state) financial aid would not cover all of their expenses, or they were ineligible to 
receive financial aid, or did not think they were eligible.  If finance was the only 
obstacle to their participation, I advised students to check their eligibility for (federal 
or state) financial aid with the Financial Aid and Scholarship Office and/or apply for 
scholarships (either those offered nationally or by a limited number of academic 
departments at US 2).
160
  When I provided this advice, students often informed me 
that they did not know where the Financial Aid and Scholarship Office was located, 
or how to make an appointment to see an advisor.  Furthermore, the students’ 
                                               
156  The potential impact on study abroad agreements will be discussed in Section 4.6. 
157   Or one of the limited number of bilateral programs the university offered as discussed in Chapter  
  1, Section 1.3.3. 
158  Information sessions were only held in the Fall (Autumn) semester due to application deadlines. 
159   I also met with students on a drop-in basis. 
160   Scholarships offered by the university did not apply to study abroad students.   
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regular response was “I don’t get enough financial aid but I am not going to apply 
for a scholarship because I won’t get one” (paraphrased).   Despite the high level of 
national competition, I encouraged students to apply by providing students with 
anecdotes from previous successful US 2 applicants and recommended that students  
apply for more than one scholarship.
161
   
To assist in correcting some students’ erroneous views on financial aid and 
other students’ lack of comprehensive information, I worked closely with the 
Financial Aid and Scholarship office and regularly invited staff to deliver 
presentations to all study abroad applicants, as well as promote material and deliver  
advice to prospective students at the annual Study Abroad Fair which I organised.
162
  
Nonetheless, I regularly met with students who had already applied their financial 
aid to tuition costs or other expenses but who were reticent about applying for 
scholarships.  Therefore, if students in this financial situation had no access to other 
funding sources to cover the expenses involved in studying abroad for one academic 
year, I reluctantly had to inform students that applying for a study abroad placement 
at a partner university through the Central Office was not an option.
163
  
This Section indicates that the inability to provide adequate financial support 
for study abroad at the government level in two of the three case-site countries places 
responsibility on universities to meet any funding gaps.
164
  However, the 
participants’ responses illustrate that some variance exists in universities’ ability to 
provide, or interest in contributing towards, the additional funding which many 
students require in order to participate in a study abroad program. 
  
                                               
161  In 2015 Four students (out of six US 2 applicants) were among eight hundred and sixty American  
 undergraduate students from three hundred and thirty-two colleges and universities across the  
 country who were selected to receive a Benjamin Gilman International Scholarship ranging from  
 $4,000-$5,000.  One student received an additional $4,000 scholarship and another received an  
 extra $1,000. 
162  When I was the Study Abroad Assistant in 2004 and when I commenced as the Study Abroad  
 Advisor in 2007 the Study Abroad Fair was poorly attended due to its outside location.  Following  
 a meeting I convened in 2008 with senior staff  in the Student Union a co-host agreement was  
 arranged and the Fair consistently attracted a greater percentage of the student population due to  
 increased marketing, themed activities (such as a Photograph competition) and a dedicated inside  
 venue. 
163  As previously discussed (Chapter 1, Section 1.3.3) the Central Office mandated students  that  
 students must study abroad for one academic year. 
164  See Chapter 5, Section 5.2.1 for further discussion on this topic. 
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4.5  Timing and Duration  
In the United States, study abroad is often referred to as “Junior Year Abroad” 
(Carlson and Widaman, 1988, p.1; Chieffo and Griffiths, 2004, p.165; Lincoln 
Commission, 2005, p.13; Vande Berg, 2007, p.392).  While these citations suggest 
that typically students study abroad in the third (Junior) year of the degree (if 
eligibility requirements such as achieving a specific GPA or completing any pre-
requisite courses have been met),
165
 the research findings in this Section dismiss the 
theory that the “Junior Year” is the optimum period in the students’ academic career 
to study abroad.    
In terms of the duration of study abroad placements, the decline in students 
participating for one academic year has been noted (Dwyer, 2004; Chieffo and 
Griffiths, 2004).  However, participants noted that students who opt for shorter study 
abroad placements (where offered by the university) often face restrictions in terms 
of timing. 
All participants stated that the two questions students commonly ask are 
“When is the best time to study abroad?” followed by “How long can I go for?”   
There is no one answer which applies to all students and the link between concerns 
about gaining academic credit and the timing of a study abroad placement has been 
largely unobserved in the literature.  The following verbatim participant accounts 
illustrate some of the institutional challenges in relation to timing which study abroad 
professionals encounter in managing and operating study abroad programs which can 
impact on potential study abroad students.     
 
4.5.1  Australia   
At AUS 1, Participant 1 reported that she had had discussions with one 
academic department regarding the best time for students to go on exchange because 
she observed an anomaly between the study abroad office’s policy on timing and the 
academic department’s degree structure.166  Outlining the discussion, Participant 1 
explained that  
“the earliest students [in that academic department] can go on exchange is the 
fourth semester of the degree because of our [study abroad office] eligibility 
                                               
165  This point highlights that institutional obstacles can exist from within either the home or host  
  institution. 
166  As discussed in Chapter 1, Section 1.1.1 study abroad is typically referred to as “exchange” in  
 Australia. 
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requirements.  However, the School [academic department] told me this is too 
late as students are already locked into certain courses [at AUS 1].  Instead, 
[the School suggested that] students need to go in the third semester because 
[in relation to the degree program] the third semester ‒ which is the first 
semester of the second year of the degree ‒ is the students’ most flexible one”  
(Participant 1, AUS 1, 24
th
 January, 2015).   
This statement highlights that the fundamental issue in relation to the timing of study 
abroad placements has not been considered in each academic department at AUS l.  
Indeed, Participant 1 commented that the incident (outlined above) was not isolated 
to one academic department at AUS 1. 
Participant 2 commented that typically AUS 1 students who met the eligibility 
requirements to study abroad can only apply to go on exchange for one semester.
167
  
However, occasionally the study abroad office can make an exception to this rule if 
the study abroad office considers that the host university listed first on the 
application form is likely to accept the student for an academic year.  In which case, 
the study abroad office informs the student at the time of application because 
placements cannot be extended at a later date.    
Regarding the timing of study abroad programs for third year students, 
Participant 2 at AUS 1 pointed out that if a student participates in the third year of 
the degree program, the timing could delay the student’s graduation.  Expanding on 
the topic, Participant 2 explained that the semester end date at the host university 
may be later than the start date at AUS 1.  Given that students needed to be enrolled 
at AUS 1 in the final semester of the degree program, this situation could result in a 
student not returning to AUS 1 until after the semester had commenced.  In which 
case, the student would need to complete the degree requirements at AUS 1 the 
following semester in order to satisfy degree requirements, but this would delay the 
student’s graduation date.    
Participant 3 at AUS 1 reported that her duties had (at the time of interview) 
been re-assigned to coordinating a short-term study abroad pilot program.
168
 
According to Participant 3, short-term study abroad programs are “less daunting than 
a whole semester or year of exchange, so I think they will grow” (Participant 3, AUS 
1, 15
th
 March, 2015).   Yet Participant 3 reported that difficulties exist regarding the 
                                               
167  Providing students are studying a compatible degree subject (See Chapter 4, Section 4.1) 
168  As discussed in Chapter 3, Section 3.3.2 and Chapter 4, Section 4.4.3.  
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timing of short-term study abroad options.  For example, due to the university’s 
semester timetable, Participant 3 reported that AUS 1 students can  
“only go [on a short-term exchange] in July or in January, but a lot of the short-
term summer programs around the world will start in the last two weeks of 
June.  Obviously we can’t promote these to our students because it is during 
the [AUS 1] university exam period” (Participant 3, AUS 1, 15th March, 2015).   
Aware of the restriction this places on students bound for universities in the northern 
hemisphere, Participant 3 stated that AUS 1 is debating whether, in future, outbound 
students will be allowed to “choose if they want to miss classes [for the first week or 
two] or not” (Participant 3, AUS 1, 15th March, 2015).   
At AUS 2 the participant explained that the study abroad office had recently 
changed the rules on when students can apply to study abroad because  
“it used to be a year before they can apply.  Then we [in the study abroad 
office] realised, since most students are doing a three year degree, [they spend] 
one year at US 2, then they apply after another six months, which is limiting 
their opportunities to go as there are only one or two semesters they could go, 
whereas if we made it a year before they actually go, so half year when they 
apply, it gives them more opportunities for exchange” (13th April, 2015).  
As the participant pointed out, this new procedure also allows students to improve 
their GPA if students were unsuccessful in meeting the GPA requirement when the 
first application was submitted.  The participant stated the longest placement period 
is one semester, but added that students may have the option of extending if there is 
still space (at the host university) after the placement process for the subsequent 
semester has been completed.  The participant also pointed out that the university 
also offers overseas short-term language programs which are organised directly by 
the Department of Languages and that other academic departments also offer other 
short term options with no input from the study abroad office.  This statement 
highlights the de-centralised approach to study abroad programming at AUS 2. 
 
4.5.1 i  Auto-Ethnographic Account 
When I completed a study abroad application as an undergraduate student at 
the Australian university, I had the option of listing four host partner universities on 
the application form, for either one or two semesters.  Accordingly, I applied to study 
abroad at a university in the United States for one semester during the third year of 
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my part-time degree.
169
  Half way through the placement, I contacted the study 
abroad office at the Australian university to find out if I could extend it, but I was 
informed that my request was not possible. 
 
4.5.2  The United Kingdom 
At UK 1, Participant 2 reported that students typically participated in study 
abroad programs for one academic year, either by replacing the second year of the 
degree or adding a fourth year (as previously discussed in Chapter 4, Section 4.1.2).  
However, Participant 2 added that UK 1 students who study certain core degree 
subjects may only study abroad for one semester.  This additional comment matches 
the participants’ accounts from Australia and the United States regarding the overall 
lack of uniformity in study abroad policies across academic departments at each of 
the participants’ universities.170  
The participant at UK 2 reported that the de-centralised approach to study 
abroad programming resulted in some academic departments only offering students 
the opportunity to study abroad for one semester in the second year of the three year 
degree program.  In comparison, students studying in other academic departments 
(which have a more flexible approach) can select the option of adding a year to their 
degree by studying abroad for an academic year in the third year and returning to UK 
2 for a fourth year.  The participant reported that the majority of students select the 
latter option and added that students are not granted permission to study abroad in 
the fourth (final) year due to mandatory academic commitments which have to be 
completed at UK 2.  Due to the inconsistent approach across all academic disciplines 
UK 2 is considering piloting a summer program option for students whose study 
abroad plans are restricted by the degree requirements of their academic department. 
The United Kingdom participants’ accounts indicate that the lack of 
consistency across each academic discipline with respect to both the timing and 
duration of study abroad placements can impact on prospective study abroad 
students.
171
   
  
                                               
169  It took me two more years to complete the remaining eleven units on a part-time basis to meet  
      the BA degree requirements at the Australian university. 
170  As discussed in Section 4.1.2.     
171  Assuming that students have first selected a degree subject which presents an opportunity to  
 participate, as discussed in Section 4.1.2. 
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4.5.3  The United States  
At US 1, Participant 2 remarked that the study abroad office has instigated 
discussions on the timing of placements with academic departments which have 
traditionally had a low percentage of study abroad students.  As a result  
“the possibility of students going out in the second semester of their 
Sophomore [second] year [has been established] – er [sic] that seems to be the 
most logical time, because once students get into their Junior [third] or Senior 
[fourth] year they run into the problems of [having to take particular courses to 
satisfy degree requirements] and those courses obviously aren’t going to be 
offered abroad” (Participant 2, US 1, 8th January, 2015).   
Expanding on this comment, Participant 2 commented that  
“Sophomores [second year students] get the short end of the stick when it 
comes to class registration.
172
  They don’t seem to get into their classes [at US 
1].  So we [tell them] ‘Look you can take these General Education classes 
abroad’ ” (Participant 2, US 1, 8th January, 2015).   
Difficulties in timing for students who are already beyond the Sophomore year (the 
second year of the degree) have resulted in US 1 offering a variety of short-term 
study abroad options.  For example, Participant 2 reported that US 1 has established 
several bilateral agreements with (non-Central Office) partner universities to offer 
students the opportunity to study abroad for a minimum of four weeks.
173
  In 
response to my inquiry about the students’ take-up rate, Participant 2 replied  
“the national trend of participating in shorter term study abroad programs 
seems to be of interest to our students… [because students often say] ‘I have 
got a full-time job’ or ‘I have got family obligations’ ” (Participant 2, US 1, 8th 
January, 2015, emphasis added).    
Furthermore, Participant 2 at US 2 explained that he works closely with academic  
departments to expand study abroad options.  In particular efforts are focused on  
  
                                               
172  At US 1 and US 2, student registration is restricted to a particular time period each semester and  
 is dependent on the students’ study level. Because students in the latter stages of their academic  
career have an earlier registration date, some classes (such as General Education classes) may be 
full before the Sophomore (second year ) students’ registration date. 
173  US 1 also offers short-term programs led by academic staff. Although these programs are beyond  
the remit of this project, this footnote emphasises that a variety of study abroad options are 
available at US 1 compared to US 2. 
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“certain departments that have large numbers of students but send few students 
abroad… we [the study abroad office] are doing mapping strategies for them so 
we are basically saying to them ‘Let’s look at the curriculum’ and [decide] at 
what stage it makes sense for a student to go – we are focusing on [one] 
semester abroad [study abroad] programs” (Participant 2, US 1, 8th January, 
2015).                
Expanding on the latter comment regarding the duration of the program, Participant 2 
explained that the study abroad office at US 2 has noted that both students and 
academic departments tend to favour one semester programs as opposed to one 
academic year programs.  From the students’ perspective, Participant 2 surmised that 
cost was the chief factor.  However, Participant 2 also commented that limiting a 
study abroad placement to one semester can cause stress to students who need to be 
granted academic credit for completing any core degree courses at the host university 
which are required to meet home university degree requirements.  Expounding on the 
topic, Participant 2 pointed out that, even if students had previously been granted 
academic approval to complete core degree subject courses (i.e. courses required to 
complete the degree) prior to departure, those courses still had to be evaluated 
(following receipt of the official transcript from the host university) in order to be 
added to the students’ final official transcript at US 1.  At US 1, Participant 1 assists 
in the evaluation process which represents  
“a time constraint of usually about an hour a student − it takes me that long to 
just articulate their grades – I don’t put the grades in, I can’t do that because of 
conflict of interest reasons, but I do articulate them into their um [sic] academic 
requirement report, which is more or less like their degree snapshot to make 
sure that they are completing their degree.”  (Participant 1, US 1, 6th January, 
2015).                
When I inquired if the academic advisors provide any assistance in the evaluation 
process Participant 1 replied  
“it is sometimes simpler [for me to do it] unless I route these [transcripts] to 
everybody and their brother, but there is like a dozen academic advisors!” 
(Participant 1, US 1, 8
th
 January, 2015).                
Participant 1’s comments highlight the critical importance of the evaluation process 
in determining if study abroad students have met the home university’s degree 
requirements in order to graduate.  Both participants’ accounts from US 1 highlight 
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the complexities of the evaluation procedures and the resultant stress for both the 
study abroad professionals and students when courses have to be evaluated within a 
tight timeframe to verify students have met degree program requirements in order to 
graduate with the rest of their academic cohort.  Accordingly, to mitigate this 
stressful situation in relation to Junior (third year) students, US 1 is working closely 
with academic departments and students to develop a study abroad pathway for 
Sophomore (second year) students, as previously discussed.    
 
4.5.3 i  Auto-Ethnographic Account 
At US 2 during one-to-one appointments with students, when I inquired which 
academic year the student was in, I was often dismayed when students informed me 
“I am a Junior and I heard that this is the time I should study abroad”.174  I was 
dismayed because when I outlined the eligibility requirements, many Junior students 
learnt that study abroad at a Central Office partner university was not an option, 
either because: 
(1)  the required GPA had not been achieved; 
(2) the student had not completed a particular course which was a pre-
requisite requirement of the Central Office or the host university; 
(3) the academic department at US 2 required the student to be enrolled at  
 US 2 for the final (fourth) year of the degree program.   
Due to the regularity of this situation during the first two years of my employment, in 
the third year I deliberately directed study abroad marketing efforts toward first year 
(Freshman) students.  To this end, I contacted the Coordinator of a cohort of 
academic staff who taught an introductory first year course and gave a study abroad 
presentation at the cohort’s Faculty Retreat.  Subsequently, the majority of the 
academic staff emailed to invite me to deliver a study abroad presentation to students 
during their respective class times.  During the classroom presentation I highlighted 
that the earliest time that students could study abroad is the Sophomore (second 
                                               
174  On one occasion, a third year (Junior) student informed me that he had waited until he was a  
 Junior before he made an appointment with me to find out more about study abroad because he  
heard that he could study abroad as a Junior.  I reluctantly had to inform him that he should have 
come to see me before he was a Junior because he had not obtained the requisite GPA to apply.  
On another occasion, a Junior student told me that he had only just learnt about the study abroad 
program.  When I told him that my expansive in-person and online marketing efforts included 
delivering seventy-two classroom presentations in one semester, he replied “Well, you didn’t come 
to any of my classes!” (paraphrased). 
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year) of the degree program (providing students meet the minimum GPA requirement 
and any course mandated as a pre-requisite by the Central Office).
175
 The first year 
after I targeted students who were enrolled in the introductory Freshman course, 
study abroad applications rose by almost 18%. 
Sharing information on timing with first year students became even more 
critical in the fourth year of my employment because the university leadership 
introduced a policy which limited the number of academic units students had to 
complete in order to graduate.
176
   This policy effectively reduced the opportunity to 
study abroad to nil for students already in the third or fourth year of the degree 
program.  To explain, students at these later study levels often required less than ten 
units to satisfy graduation requirements under the new university policy at US 2.  
However, as outlined in Section 4.2.1.i, study abroad students must be enrolled full-
time to meet the immigration requirements of the country in which the host university 
is located.  At US 2 students had to be enrolled in a minimum of twelve units per 
semester to be recognised as a full-time student.  Thus, studying abroad for an 
academic year would add a total of twenty-four units and this amount often took 
third year (Junior) students over the university’s new unit limit.177   
Furthermore, some US 2 academic departments’ policies required students at 
the latter stage of their academic career to take additional classes at US 2 to satisfy 
degree requirements after completing the study abroad placement.  In this way, the 
two policies at US 2 often resulted in third and fourth year students being denied the 
opportunity to study abroad.  Because of the restrictions (which were imposed by the 
Central Office and/or US 2),  I encouraged students in either situation to attend the 
Study Abroad Fair to research short term or summer study abroad options offered by 
third-party program providers whom I invited specifically to provide options to 
students in this situation.
178
   
                                               
175  For example, students applying for the learn French option need to have a GPA of 2.75 and have  
passed one semester of French prior to departing.  Therefore, a student currently enrolled in a 
French course could apply for the Learn French program and study abroad for the entire second 
year, providing they pass the exam. In my experience, no student failed to meet this eligibility 
requirement.   
176  The academic unit restriction was introduced after the university leadership became aware some  
 students were enrolled for a number of years, thus taking up space in some courses. 
177  Students could appeal to the Director of Undergraduate Studies, but most students informed me  
 that they did not want to take the chance an appeal would be approved. 
178  As outlined in Section 4.4 above, US 2 students were not permitted to apply government  
 financial aid to study abroad through a third-party program provider because US 2 had no  
 affiliations with providers. 
139 
 
In other cases, I met with third year students who informed me that they 
anticipated completing a study abroad placement in the final (fourth) year of their 
degree and then returning to US 2 to graduate.  I had to explain that the Central 
Office application and selection process resulted in students departing to study 
abroad (if eligibility requirements had been met) in the first semester (August) of the 
fourth year of the degree.
179
  Given that the Central Office mandated students had to 
study abroad for an academic year, the timing meant that students who were due to 
graduate during the second semester of the placement (in May) would not graduate 
because the semester at the host university did not end until either June, or 
December (depending on the hemisphere the partner university was located in). 
When students informed me that they did not mind missing the graduation ceremony, 
I pointed out that missing the ceremony was not the only issue because courses 
completed at the host university had to be evaluated to ensure that students met the 
degree requirements at US 2.  I then explained that it often took several months after 
the student had completed the placement before the official transcript from the host 
university was received by US 2.  Upon receipt, the transcript had to be evaluated by 
an academic advisor before the grades the student obtained at the host university 
could be transferred to the official transcript at US 2.  When I informed students that, 
because of the lengthy process, graduation could be delayed, the majority of students 
responded that they would not apply to study abroad because they needed to 
graduate on time in order to fulfill post-graduation plans, such as applying for a 
postgraduate degree, or getting a job.   
 The participants’ accounts from US 1 and US 2 in this Section, outline the 
challenges encountered in breaking the myth that the third (Junior) year is the 
optimum time for students in the United States to study abroad.  This Section also 
highlights the necessity of increasing students’ awareness of study abroad at the 
earliest opportunity.  All of the participants’ accounts draw attention to the 
complexities involved in determining the optimum timing and duration of study 
abroad programs for students in the latter stage of their academic career.  The data 
indicates that the second year of the degree program is the preferred study abroad 
placement period, but that the participants typically have little to no opportunity of 
                                               
179  Students bound for Australia did not depart until the following February. 
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outlining the impact of academic policies on the timing or the duration of study 
abroad programs with senior administrative or academic staff.   
 
4.6 Partnership Agreements and Student Placements 
While all universities that participated in this project are partners with at least 
one other participating university, the following Section relates the difficulties study 
abroad professionals encounter in establishing and maintaining partnership 
agreements and the resultant effects on study abroad placements.  In addition, this 
Section presents insights regarding the basis on which further partnership agreements 
are proposed and approved at the participants’ universities.  
 
4.6.1  Australia 
At AUS 1, Participant 1 stated that a centralised Partnerships Office reviews all 
of the university’s international partnerships and that some agreements exist for 
strategic reasons due to “other levels of [non-exchange] activity such as research” 
(Participant 1, AUS 1, 24
th
 January, 2015).  In response to my question about how 
partnerships are established, Participant 1 explained that most partnerships originate 
after an academic staff member has visited an international university, typically 
when attending a conference or other work-related meeting in the local area.  The 
academic staff member is provided with a checklist by the Partnerships office.  If the 
checklist is approved by the Partnerships Office a Memorandum of Understanding 
(MoU) outlining the terms of the agreement is produced and signed by senior 
administrators at the respective universities.  Explaining the process of reviewing 
partnership agreements, Participant 1 declared that all stakeholders at AUS 1 are 
invited to provide input on whether an agreement should remain active, but the 
Partnerships Office makes the final decision.  Consequently, the Partnerships Office 
may decide that an exchange partnership no longer meets the strategic needs of the 
university and the partnership is cancelled, even if the study abroad office had 
suggested that the partnership should continue.  
Participant 1 reiterated that a re-structure of the university degree program 
(which arose from the government’s Academic Qualifications Framework (AQF) 
review as outlined in Chapter 4, Section 4.1.1) resulted in the suspension of an 
exchange opportunity for students in a particular academic department.   Participant 
1 reported that as another consequence of the AQF review AUS 1 wants to establish 
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“university-wide agreements.  But of course many of our partners don’t operate like 
that.  So we often have to comply with their requests” (Participant 1, AUS 1, 24th 
January, 2015).     
Discussing the issue of balancing inbound and outbound student numbers in 
the placement process, Participant 1 stated  
“the [partnership] agreements say that the numbers are supposed to balance 
over a five year period.  That’s what it says on paper.  Um [sic] some 
universities are very, very strict and won’t let us send an extra person over that.  
Other universities don’t take this seriously at all and get very upset if I put the 
brakes on their numbers” (Participant 1, AUS 1, 24th January, 2015). 
Commenting on student placements at partner universities in the United States, 
Participant 2 at AUS 1 observed that students often applied to study at a particular 
university (University A) because of its academic reputation.  This comment offers a 
key insight into the academic motivation which drives some study abroad students.  
However, Participant 2 reported that the number of students AUS 1 can send to 
University A is restricted because of the quantity of international universities in 
partnership with University A.  Consequently Participant 2 recalled that 
“for the last [application] round we had about twenty-five applications and 
only seven spots [at University A], so then we would look at the students’ 
second and third [host university] preferences if they were still available, but 
some students told us ‘I don’t want to go anywhere if I can’t go to University 
A’ ” (Participant 2, AUS 1, 13th April, 2015).   
Furthermore, Participant 2 remarked on the minimal number of placements available 
in the next application round at a particular partner university in the United Kingdom 
and added that the study abroad office limits the placement period for students placed 
there (or other popular partner universities) to “one semester only, so that we can 
give more students an opportunity to go to those really popular universities” 
(Participant 2, AUS 1, 13
th
 April, 2015).
180
   
  
                                               
180  The potential knock-on effect on wider study abroad participation from the United Kingdom  
 university will be discussed in Chapter 5. 
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Summarising AUS 1’s international strategy, Participant 1 stated that AUS 1  
“has a very, very strong international focus… but – how can I say this?  It 
doesn’t go hand in glove with what students want...  [for example] the 
university strategy let’s say is not building up relationships with universities in 
the UK… [instead] Asia is of huge strategic interest both to Australia and for 
many Australian universities, because that is where the bulk of international 
students come from.  And although Australian universities are getting lots of 
funding from the government to send students to Asia, that is not where the 
students want to go.  So that’s where there is a disconnect (Participant 1, AUS 
1, 24
th
 January, 2015, emphasis added).   
 
At AUS 2, the participant stated that a university-wide Strategic Partnership 
Coordinator had recently been appointed (at the time of the first interview) and that, 
in future, the university intends to only set up strategic partnerships which will 
encompass exchange, research and student mobility at undergraduate and 
postgraduate levels.  Commenting that the government’s New Colombo Plan 181 was 
in its third year of operation, the participant reported that the study abroad office had 
been tasked with  
“looking at more short-term semester and internship opportunities in the Indo-
Pacific region.  And coordinating with our partner universities to see what 
options there will be for our students, so we can put in more project 
submissions for that.  That does take up a lot of our time” (13th April, 2015, 
emphasis added). 
In response to a question about whether students want to study abroad in the region, 
the participant reply “No, not really.  It is a challenge… I would say about 10% are 
interested in going to Asia.  And the other 90% want to go to Europe, the UK or 
America” (13th April, 2015).  This comment highlights that the Pacific element of the 
New Colombo Plan can be overlooked at the university level.  Furthermore, the 
participant’s comments highlight that although AUS 2’s strategy aligns with the 
government’s interest in strengthening partnerships in the Asian countries in the 
Indo-Pacific region challenges exist within the study abroad office in encouraging 
students to apply to study abroad in Asia because “the language barrier is a big 
                                               
181  As discussed in Chapter 2, Section 2.3.1. i 
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factor, even though the majority of our partners do teach in English.  Students − they 
are a bit nervous about going to a non-English speaking country” (13th April, 2015).   
Another problem the participant encountered in successfully promoting Asia as a 
study abroad destination is the region’s proximity to Australia.  For example, 
although the university has partner universities in Thailand the participant pointed 
out that “it’s hard to change Thailand from a holiday destination to an educational 
destination in the students’ minds” (13th April, 2015).  Instead, the participant 
reported the students’ study abroad preferences indicate that "the most competitive 
[countries] would be the U.S. and the UK, but we have more partners in the U.S.” 
(13
th
 April, 2015).  The level of competition presents difficulties in placing students.  
For example, Participant 2 reported that during  
“the last round [of applications] we had about twenty-five applications and 
only seven spots [for a particular university in the United States].  So we had to 
give spots to students with the highest GPA.   We try to place as many students 
at their first preference as possible and then look at second preferences” (13th 
April, 2015).   
Discussing the process of balancing student numbers, the participant commented that 
although reciprocity between AUS 2 and the host university is flexible over a set 
period, nonetheless there are limitations.  Citing the example of an agreement with a 
host university in the United Kingdom, the participant explained that the exchange 
agreement allows for an imbalance of numbers over a ten year period, but “if the 
balance falls out, we will have to limit how many [students] we send, or limit how 
many we receive − and that happens often” (13th April, 2015).182  To mitigate this 
situation, the study abroad office liaises with students not placed at any host 
university during the allocation process  
“to negotiate where students want to go [instead].   So University A, I think we 
sent about ten students there this semester, although a lot of students didn’t 
actually put it in the list of preferences, we had to suggest it.  For University B 
we were only able to send four students because, although we do suggest it, for 
some reason, it’s not a very popular destination” (13th April, 2015).    
This comment raises the question of what information is available to students about 
the host university, both in terms of physical location and academic matters, to guide 
                                               
182  The critical impact of this situation will be discussed in Chapter 5. 
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students in the decision-making process and completing a study abroad application 
form.
183
  The participant’s experience highlights the quantity of work involved in 
advising potential students and calls into question the rationale of AUS 2 in 
establishing a study abroad partnership with University B.
184
 
  
4.6.2  The United Kingdom 
Participant 1 at UK 1 explained that students list three destination choices − 
generally either all in European countries offered through the Erasmus program, or 
all non-European countries.  Participant 1 explained that academic staff establish 
partnerships with academic colleagues at European universities for the Erasmus 
program and the study abroad office is responsible for direct outreach to non-
European universities, generally based on their academic reputation.  For the latter, 
the chief difficulty is that there are often more applications than study abroad places 
available.  As a result, Participant 1 has “to tell students ‘we can’t guarantee that we 
will have enough space, because it really depends on how many people apply’ ” 
(Participant 1, UK 1, 6
th
 January, 2015). 
Regarding the allocation process, Participant 1 reported that the study abroad 
office attempts to place students in one of the three choices listed on the application  
form.  However, if all the places at each of the three universities are taken, 
Participant 1 has to inform students  
“we couldn’t offer you anything, but we have space available at any of these 
four universities.  Let us know by the end of the week if you want any of them” 
(Participant 1, UK 1, 6
th
 January, 2015).    
Participant 1 commented that students offered an alternative to their first choice 
university often withdraw “because they see it as a kind of booby prize” (Participant 
1, UK 1, 6
th
 January, 2015).    
Participant 2 explained that students can withdraw at any stage of the 
application process and sometimes “at the very last minute which is obviously not 
very convenient because another student could have gone in their place” (Participant 
2, UK 1, 8
th
 January, 2015).  Furthermore, Participant 2 pointed out that late 
                                               
183  When I completed an application form to study abroad in the United States my first choice was a  
 university in Los Angeles because I wanted to be based in that location.  When I was accepted to a  
 different university I had to research where the university was located because I had no idea where  
 it was.  I was pleased to discover that the university was in the Los Angeles area. 
184  For example, perhaps the terms of the agreement extended to other areas of the respective  
 universities, such as research.   
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withdrawals may also result in the imbalance of student exchange numbers with the 
partner university which could impact on the input or output of study abroad students 
the following year.
185
      
  Participant 1 reported that seventy percent of students list up to three non-
European countries on the study abroad application form.  Asked why such a small 
percentage of UK 1 students apply to study abroad at a European university through 
the Erasmus program, Participant 1 reported that the student feedback was “they feel 
like they go to they go to Europe on family holidays, so it is not as exotic as going 
somewhere like California or Australia” (Participant 1, UK 1, 6th January, 2015).  
Participant 1 added that if the students do not get placed in the first country or 
university of their choice, they will generally withdraw their study abroad 
application.   
With places at non-European partner universities in high demand, Participant 1 
explained the study abroad office offers students who don’t get placed in a non-
European country (because of the level of competition involved) the option of 
studying abroad through the Erasmus program instead.  However, Participant 1 
reported that students tended to decline the Erasmus placement, largely for the 
reasons stated above.  Participant 2 at UK 1 declared that  
“most of the students want to go to California or to New York, but the two 
long-standing partners that we have in the U.S.  – [University X] and 
[University Y] – are not in those locations so they are not the most attractive 
destinations for students.   But we know them [the universities] so well that we 
can do a much better job” [of encouraging students to go there] (Participant 2, 
UK 1, 9
th
 December, 2014).   
Expanding on this comment, Participant 2 declared that the longevity of the 
agreement at Universities X and Y means that the respective study abroad offices 
have developed a close professional relationship and this has a positive impact in 
advising prospective study abroad students.  For example, Participant 2 will contact 
the study abroad professional at University X (whom he knows well) to ask a 
specific question on behalf of a UK 1 student if necessary.  Participant 2 pointed out 
that this strong relationship would not be possible if UK 1 had a greater quantity of 
partnership agreements.  Furthermore, Participant 2 at UK 1 commented that a chief 
                                               
185  See Chapter 5 for a full discussion of this point. 
146 
 
obstacle for students applying to study abroad at a university campus offered through 
the Central Office in the United States is that UK 1 students are allocated to one of 
the twenty-three university campuses (such as US 1 and US 2) by the Central Office.  
Participant 2 commented that the uncertainty arising from this process often deterred 
students from applying and this could affect the balance in student numbers.
186
  
Furthermore, the Central Office in the United States announces the number of 
students bound for UK 1 after the UK 1 selection process has been completed.   As a 
result, Participant 2 reported that UK 1 has denied students the opportunity to apply 
for a placement at a United States university campus, only to learn later from the 
Central Office in the United States that a placement could have been possible.  This 
observation highlights that the Central Office’s processes present difficulties in UK 1 
students being placed at partner universities in the United States.
187
 
Participant 1 commented that most partner universities do not mind having “an 
imbalance year to year as long as we address it overall” (Participant 1, UK 1, 2nd 
December, 2014).  Nonetheless, this situation does not solve the issue that the study 
abroad office at UK 1 frequently encounters in balancing supply and demand 
because 
“for every one place abroad [at a non-Erasmus host university] we get four or 
five applications… probably 90% [of study abroad applicants] get accepted, 
but maybe even less than half get their first choice” (Participant 1, UK 1,  
2
nd
 December, 2014).  
Students are offered alternative placements if the first choice university is 
unavailable, but Participant 1 explained the process is not straightforward because 
“the problem is we look at first-choice options first.  So if a student doesn’t get 
their first choice, then we start looking at their second and third choices.  
However, they are generally already filled up by other students who put those 
destinations as their first choice, so we try to tell students ‘Don’t waste your 
second and third choices with competitive universities because they will be 
full’ So it’s tricky ” (Participant 1, UK 1, 2nd December, 2014). 
Noting that UK 1 has a small number of partner universities, Participant 2 remarked 
that there is no ideal number of partnership agreements because “the dilemma is 
                                               
186  The Central Office also allocated students from all twenty-three campuses in the United States to  
 partner universities in the United Kingdom. 
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always in deciding which is better, to offer students a hundred potential destinations 
and not know those hundred destinations well, or offer only twenty but know them 
very well” (Participant 2, UK 1, 9th December, 2014).    
In contrast, the participant at UK 2 reported that the university has almost one 
hundred and fifty partnership agreements with Erasmus and non-Erasmus 
universities.  With such a large contingent of partner universities, it is not possible 
for the study abroad office to maintain contact with them all because   
“you [as a study abroad professional] can’t have a meaningful relationship 
when you have a hundred and fifty partner institutions that you are verbally in 
some sort of, you know, modest contact with – sometimes a bit more and 
sometimes a bit less” (15th January, 2015) . 
Because of the large quantity of partnership agreements, the participant conceded 
“We might just let them peter out by not really sending students and not receiving so 
many” (15th January, 2015).  As one example, the participant stated that UK 2 had an 
agreement with a university in Korea, but because UK 2 has no Asian undergraduate 
degree programs and Korean was the language of instruction for study abroad 
students the partnership folded.  Although the participant was unable to explain why 
UK 2 set up the partnership with the Korean university, one suggestion was the 
prestige of being associated with a university that had such a highly-regarded 
academic reputation.   
The participants’ discussions on partnership agreements illustrate a variance in 
the ‘quantity’ versus ‘quality’ rationales of UK 1 and UK 2 for entering into 
partnership agreements.   
 
4.6.3  The United States 
At US 1, Participant 2 declared “there are a lot of institutions that say ‘Oh we 
need to have an exchange’ but we [in the study abroad office] have to ask ourselves 
‘How are we going to sustain this?’ ” (Participant 2, US 1, 6th January, 2015).  
Consequently, the study abroad office is strategic in establishing new exchange 
partnerships by selecting universities in countries in which students express interest 
in studying.  As a result, requests which originate from universities located in 
countries where US 1 already has sufficient partnerships to meet student demand are 
denied.  Participant 2 outlined that the first step in the agreement process at US 1 is  
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“to get faculty [academic staff] input because we are not going to sign an agreement 
with an institution if there is no buy-in from our faculty at US 1” (Participant 2, US 
1, 6
th
 January, 2015).  This point emphasises the need for academic staff to support 
not only the provision of study abroad, but also the associated procedures.
188
  
Participant 1 commented that balancing student numbers with international 
university partners is not a straightforward task.  For example  
“one partner promised us sixteen students and delivered three and then I sent a 
bunch of students because they promised sixteen so we have been out of  
balance for, I think, the last three years with them” (Participant 1, US 1,  
6
th
 January, 2015).   
Participant 1 remarked that US 1 has thirteen university partners, but pointed out that 
only “ten are super active” (Participant 1, US 1, 6th January, 2015).  Nonetheless, 
Participant 1 stated that the small number “presents a real problem because there is 
tremendous growth in the desire for short-term study abroad programs more so than 
long-term” (Participant 1, US 1, 6th January, 2015).  This observation matches the 
experience of the participants at AUS 1 and AUS 2. 
 
4.6.3 i  Auto-Ethnographic Account 
Because the Central Office established study abroad agreements directly with 
select academic departments at partner universities in eighteen countries my 
professional role at US 2 did not involve establishing or maintaining partnership 
agreements. Nonetheless, after I had been granted approval to attend the national 
NAFSA Conference in 2014, I received a large number of emails from 
representatives of international universities requesting to meet me at the conference 
to discuss establishing a partnership agreement.
189
  In informal conversations with 
other study abroad professionals at the NAFSA conference, I learned that this 
networking was common practice.  This account indicates that some universities seek 
to establish agreements to either create or develop their international reputation. An 
example of this practice was relayed to me informally by a study abroad professional 
who recounted that a partnership agreement with a prestigious Chinese university 
had been established after a Memorandum of Understanding (MOU) setting out the 
                                               
188  As discussed in Section 4.3. 
189  By registering for the conference delegates were able to contact each other via email.   
 I also received a large quantity of emails from representatives of third-party provider  
 programs who wanted to establish an affiliation agreement between their organisation and US 2. 
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terms had been signed by senior management at the respective institutions.   A few 
weeks later the study abroad professional emailed the initial contact person at the 
Chinese university to begin the process of exchanging students.  When he did not 
receive a reply despite sending several emails, he inquired how the process worked 
when he met another representative of the Chinese university at an unrelated 
meeting in the United States several months later.  The representative explained that 
the Chinese university had a large number of agreements, but that not many of them 
were active.  After the study abroad professional informed the representative that an 
active student exchange was required the agreement was activated.   
Because the Central Office’s Selection Committee was responsible for 
allocating students, I reviewed study abroad applications to ensure students met the 
eligibility requirements of the Central Office and/or the potential host university to 
maximise students’ chances of being accepted to their first choice university/country.  
This was a critical because my records indicated that only an average of sixty-eight 
per cent of applicants were accepted to their first choice university/country and 
ninety per cent of students who were accepted to their second choice 
university/country withdrew.  Therefore, I encouraged students who applied to a 
competitive university/country to list a less competitive alternative too (if the 
eligibility requirements had been met), but most students were reluctant to do so.   
The participants’ accounts in this Section illustrate the level of competition for 
student placements either at some universities or in particular countries.  The former 
highlights that many students select a host university on the basis of the university’s 
academic reputation, thus, placing an emphasis on study abroad.  The data illustrates 
that study abroad professionals work hard to advise students and assist students in 
achieving their goal to study abroad because the students’ participation is critical to 
maintaining the balance between inbound and outbound which can affect existing 
partnership agreements, as this Section has illustrated. 
The data also indicates that the basis on which a partnership agreement has 
been set up may limit the ability to enact study abroad placements (for example, if 
the partnership is arranged between either one academic discipline or several), or 
research is the primary focus of the partnership.  In other cases the participants’ 
comments indicate that some universities’ rationale for establishing and maintaining 
partnerships with international universities may have less to do with academia and 
more with representing or upholding the university’s international standing.   
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The data indicates that university partnerships can be influenced by 
government strategic interests, although the motive may be to draw attention to the 
university’s ethnorelative outlook by listing the number of partner universities (even 
though the partnerships may not all be active), ahead of aligning with students’ 
preferred country destinations.  With such imperatives at the forefront in the 
competitive international education field, the data indicates the limitations in 
developing and implementing study abroad agreements in countries and regions 
beyond those which are either of strategic interest to the government or university, or 
that an academic staff member wishes to establish at a particular overseas institution 
for research or other academic purposes.  This Section illustrates that institutional 
rationales affect partnership agreements and study abroad placements, yet the 
primary consideration in setting up partnerships appear to be the ensuing benefits to 
the reputation of the home and host institutions.  As a result, study abroad options for 
“credit mobility/exchange” students are often limited by perspectives or procedures 
which originate from within universities − ultimately providing the key answer to 
the primary research question “why don’t more undergraduate students study 
abroad?”  
 
4.7  Where to From Here? 
This chapter has illustrated the extent to which institutional factors impact on 
the management and operation of study abroad programs from either within the 
students’ home or host university, or occasionally both.  Although each of the 
participants’ universities is administered by different operating systems, thematic 
analysis of the interview data indicates that participants shared the view that a more 
flexible attitude from within the university towards the six key areas discussed in this 
chapter are likely to increase study abroad participation rates at their respective 
universities.  In sum, the chapter has raised awareness of six fundamental obstacles 
to students’ participation in study abroad programs with the aim of encouraging 
policymakers at government and university levels to review policies and procedures 
to assist in removing, or at a minimum, lessening the impact of the obstacles 
identified by the participants.  Furthermore, at a practitioner level, the chapter has 
presented insights into methods study abroad professionals have created to overcome 
some of the challenges in their work which other international educators can adopt or 
adapt as necessary. 
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Chapter 5 
Discussion 
5.0 Introduction 
This chapter re-traces the conceptual framework outlined in Chapter 2 
concerning the re-ordered rationales for internationalisation proposed by de Wit 
(1995) and Knight and de Wit (1997, 1999) and assigns a Section to each rationale − 
Political (5.1), Economic (5.2), Academic (5.3) and lastly Cultural/Social (5.4) to 
examine the extent to which each can be viewed either as a driver or obstacle to 
study abroad participation.  Section 5.5 introduces Recommendations for institutional 
policymakers at government and university levels to adjust the lens on 
internationalisation in a way which explicitly incorporates study abroad in order to 
address some of the institutional issues in increasing study abroad participation 
identified in this project, across and beyond the three national case-sites.  Section 5.6 
(Answering the Research Questions) illustrates how the project’s research questions 
impacted the development of the thesis.  Lastly Concluding Remarks (Section 5.7) 
are presented to commence a dialogue on how the findings of this project can be 
carried forward to achieve the research goal in increasing study abroad participation 
rates.  
 
5.1 Political Rationale  
5.1.1  Government Level 
The statements derived from the series of politicians in different political 
parties across the three national case-sites (see Chapter 2, Section 2.4) suggest that 
there is overall recognition at a political level of the potential benefits of study 
abroad programs, beyond those acquired on an individual basis by students.  Yet, the 
data illustrates that government-assisted study abroad initiatives are often established 
in countries or regions on the basis of political rationales which are aimed at 
developing or strengthening strategic international networks.  This finding suggests 
that the study abroad initiatives are examples of political “soft power… [because 
they apply] the “power of ideas and culture to influence the friendship, disposition, 
and action of others” (Nye, 2004 cited in Peterson and Helms, 2013, p.3).  In other 
words, it is unlikely that governments consider the potential diplomatic or cultural 
relations role of students who have studied in the country (or region) when pondering 
the strategic goals in establishing ties to the geographic area.  Indeed, that the 
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persistent efforts of Senator Richard Durbin in the United States to introduce study 
abroad legislation (see Chapter 2, Section 2.3.1 iii) are aligned foremost with matters 
of national security is suggested by his statement that  
“our national security, international economic competitiveness, and diplomatic 
efforts in working towards a peaceful society rest on our global competence 
and ability to appreciate languages and cultures throughout the world. The 
United States’ capacity to lead in the twenty-first century demands that we 
school new generations of students in cultural and social realities beyond what 
they may have grown up with in the United States” (Durbin, 2006, p.5).    
 
Following on from these statements, a key factor which appears to have been 
overlooked is that the governments’ strategic alliances are not necessarily aligned 
with the countries that students express interest in studying in, as the participants 
pointed out in Chapter 4.  For example, the participants state that Australian students 
are not necessarily interested in studying in Asia and students in the United States 
typically do not favour studying in China (See Chapter 4, Section 4.6.1) which calls 
into question the respective government’s rationales in launching the New Colombo 
Plan in Australia and the 100,000 Strong in China campaign in the United States.  
This disconnect further suggests that government references to students’ learning 
during a study abroad placement is effectively “soft power” (Nye, 2004) political 
propaganda.   Another example is the action of President George W Bush in 
appointing the Commission on the Abraham Lincoln Study Abroad Fellowship 
Program,
190
 after a report on the terrorist attack in the United States on 9 November, 
2001 (termed ‘9/11’) highlighted that “one of the weaknesses in effective intelligence 
gathering and diplomacy in the Arab world was the infinitesimal number of 
postsecondary graduates with degrees in Arabic studies” (Salisbury, 2011, p.3).  
While this political action does ostensibly recognise the potential contribution from 
study abroad students to act as ambassadors at a political/cultural-social level, given 
the political furor following the terrorist attack, promoting study abroad as one 
method of increasing future national security perhaps impelled the government 
initiative.  As a further example, the link between the role of study abroad in matters 
                                               
190  As discussed in Chapter 2, Section 2.3.1 iii. 
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of national security cannot be overlooked, as a statement made after ‘9/11’ by the 
President and CEO of the Institute of International Education (IIE) attests 
“This is a time when our world needs more international exchange, not less… 
It is our fervent belief that international education is one of the best tools for 
developing mutual understanding and building connections between people 
from different countries” (IIE, 2001, p.1)." 
 
A key political factor which has emerged from this project highlights that it is 
crucial for government departments with responsibility for study abroad to maintain 
consistency in approaches to issuing study abroad policy and direction. This project 
asserts that when approaches fail to remain constant (for example, during successive 
changes of government), the management and operation of study abroad programs is 
affected.  As one example, Participant 1 at AUS 1 declared that applications to the 
government for study abroad funding were submitted to the Department of Foreign 
Affairs and Trade at the time of the ethnographic interviews (January, 2015).  At the 
time of writing this chapter (April, 2018) the Department of Education and Training 
has assumed control of this task.
191
 In another example, in the United Kingdom the 
Department of Business, Innovation and Skills (BIS, 2012) was formerly responsible 
for study abroad (see Chapter 2, Section 2.3.1. ii).  However, in July 2016 the 
department merged with another to become the Department for Business, Energy and 
Industrial Strategy.  Yet, that the oversight of study abroad was transferred to the 
Department of Education following the merger suggests that the potential 
contribution from study abroad students in each of the areas represented within the 
newly formed department was not recognised.  Indeed, as stated in Chapter 2, 
Section 2.3.1. ii, that the United Kingdom government has devolved all responsibility 
for study abroad to universities is illustrated by the latest UK Outbound Mobility 
Strategy being launched by Universities UK (2017).  While a former United 
Kingdom education minister (Adonis, 2018) notes there is some controversy about 
the composition of the Board of the Office for Students (OfS) which was launched in 
                                               
191  Of significance to this project is the fact that “in 2014 the former Minister for Education and  
Training, the Hon. Christopher Pyne MP, and the UK Minister for Universities and Science, the 
Rt. Hon David Willetts MP, agreed to establish an annual education and research policy dialogue 
to be known as the ‘Australia - United Kingdom Education Dialogue’ The agreement included 
formally endorsing and supporting the work of the Joint Working Group between Universities 
Australia and the UK Higher Education International Unit as an ongoing higher education and 
research policy collaboration between Australia and the United Kingdom” (Department of 
Education and Training, 2014, para. 4)  
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April 2018, nonetheless in outlining the regulatory framework for the Office for 
Students, in his capacity as Chair, Sir Michael Barber, acknowledged that “perhaps 
now more than ever, students – regardless of age or demographic – need an 
education that equips them with the skills and knowledge to navigate work, study, 
and life in the 21st century. This is vital not only for students, but for the country 
too” (pp.10-11).  Yet, the possibility of universities receiving any future government 
support for study abroad from the OfS is doubtful because the regulatory framework 
states that “the OfS is independent from government and from providers” (Office for 
Students, 2018, p.15).  This statement is contradicted by the acknowledgement that 
the Office for Students’ “approach to regulation is underpinned by the functions, 
duties and powers given to it in the Higher Education and Research Act 2017 
(HERA)” (Office for Students, 2018, p.15).  Perhaps if the Higher Education and 
Research Act 2017 was revised to reflect Sir Michael’s educational worldview more 
universities would incorporate study abroad programs in a wide range of academic 
disciplines.  This thesis asserts that this action would meet the students’ needs, as the 
data in Chapter 4 highlights.  
The growing emphasis on the role of digital learning in international education 
is illustrated by the fact that the opening speech at the British Council’s ‘Going 
Global’ conference in 2016 was presented by Matt Hancock, who was then United 
Kingdom’s Minister of State for Digital.,192  This project argues that placing an 
emphasis on the role of technology can draw government policymakers’ attention 
away from the ‘hands-on’ experiential learning from within another country which 
study abroad students acquire both in and outside the classroom, as discussed 
throughout this project.  The overall “pass the parcel” approach at the government 
level to study abroad initiatives indicates that, despite the rhetoric, the overall 
political value of study abroad placements beyond that level is not fully understood 
and this places the future of study abroad programs in some jeopardy, as this thesis 
has illustrated.   
With Brexit negotiations still under discussion at the time of writing this 
chapter (April, 2018) following the United Kingdom’s decision to leave the 
European Union, the political effects on study abroad programming in the United 
                                               
192   From January – July 2018 Matt Hancock MP was appointed Secretary of State for Digital,  
       Culture, Media and Sport and is now Secretary of State for Health and Social Care, at the  
 time this thesis was finalised in September 2018.     
 (www.parliament.uk/biographies/commons/matt-hancock/4070 
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Kingdom are unknown.  The uncertainty positions the future of the Erasmus program 
as a chief concern to stakeholders within that region (see Chapter 2, 2.3.1. ii).  At this 
stage, it can only be speculated that changes to immigration laws may result in even 
fewer United Kingdom students choosing to study abroad in Europe post-Brexit, if 
the option even continues to exist.  Indeed, when Universities UK (UUK) launched a 
study abroad campaign to double the percentage of study abroad students by 2020, 
the Director Vivienne Stern acknowledged  
“we are in a crunch point with Erasmus… we don’t know if students are going 
to be able to participate in the last 19 months of the program, [so] we’ve been 
nagging the UK government to find what is going to happen.” (Kennedy 2017, 
para.16).    
Thus, post-Brexit, it is possible that more United Kingdom study abroad students 
will be applying to non-European international partner universities.  Yet, the 
participants’ testimony illustrates that arranging additional student placements with 
partner universities in non-European countries may present challenges, not least of a 
political nature (see Chapter 4, Section 4.6)  
On the other side of the Atlantic, immigration measures instigated by President 
Trump have curtailed the mobility of potential ‘credit-mobility/exchange’ students 
(and ‘diploma mobility’ students).  At the time of writing (April, 2018) two courts 
have managed to overturn the government’s decision not to allow undocumented 
students from Mexico (who were brought to the United States as children) to renew 
their enrolment in the Deferred Action for Childhood Arrivals (DACA) program.  
Nonetheless, given that March 5, 2018 was the cut-off date stated by the Department 
of Homeland Security (DHS), members of the American Council on Education 
(www.acenet.edu/advocacy) are now appealing to the DHS to process renewal 
applications submitted in recent weeks to prevent the removal of DACA protection in 
cases where the individuals’ enrolment has expired in the time it has taken for the 
legal process to transpire.
193
  On a wider scale, President Trump’s travel ban which 
affects a select religious sector of the international community has resulted in access 
to higher education being denied to students from this sector representing one aspect 
                                               
193  Hispanic students were the largest ethnic population at US 2, yet only a small percentage  
 participated in study abroad programs.  This reference is one example of how political policies  
 impact on students and provides one illustration of why this group of students are under- 
 represented in the field of study abroad. 
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of the widespread ethnic segregation which has swept across a country which 
formerly led the world on refugee re-settlement.  
These two ongoing political situations illustrate the polarisation in relation to 
national identity that is yet to unfold in the United Kingdom post-Brexit after current 
negotiations have been completed and which already exists in the United States 
because of President Trump’s views on immigration.  Against the current and 
impending ramifications of these critical political issues, some individuals may 
regard increasing study abroad participation as a minor concern.  However, taking a 
longer term view, this project argues that increasing study abroad participation will 
go some way towards establishing or progressing the foundations on which gaining 
an understanding of existing and future cultural issues depend (at a minimum).  In 
sum, this project contends that individuals who have studied abroad will have a 
greater ability to respond to future local and international political situations with an 
increased level of intercultural knowledge than is currently playing out on the 
political world stage.    
Against this political backdrop, collaborative discussions between international 
education policymakers from Australia and the United Kingdom point out that “it 
remains a challenge in both countries to bring governments to better understand the 
connection between study abroad and employment (IEAA, 2012, p.12).  In the 
United Kingdom, a report produced for the government documents the academic 
achievement, future employment and salaries earned by study abroad students (Boe 
& Hurley, 2015).  Indeed a report from the British Council (2015) states that the 
students’ employment outcomes is 
“one of the main arguments in support of outward mobility… [because the 
students’] overseas experiences [will] yield a more well-rounded supply of 
candidates as companies are increasing their demand for globally-competent 
employees that will help them compete internationally” (p.7).    
Yet, the inclusion of “to obtain better employment prospects post study” in a list of 
factors under the heading ‘Non-academic drivers for study abroad’ (British Council, 
2015, p.16) indicates that the study component of study abroad has been overlooked, 
rather than recognised as a vital opportunity for inter-cultural understanding to be 
developed or created by networks based on the co-operation of all stakeholders, 
commencing with the personal scholastic growth of study abroad students.  Future 
comparative research which details the professional positions held, and countries 
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study abroad students gain employment in, could be a constructive follow-on to this 
project because it would provide insights on the valuable contributions that study 
abroad can offer (either individually or collectively) at political, economic, academic 
and/or cultural-social levels.  Such a research project would also be an extension of 
the study by Nunan (2006) regarding the postgraduate academic and professional 
outcomes for exchange students at one Australian university and the longitudinal 
study of Dwyer (2004) in the United States.   In this regard, the project agrees with 
the British Council’s (2015) statement that “student exchanges are building blocks 
for international relationship building, leading to academic and business 
collaborations that help define a country and drive forward an economy” (p.7), in and 
beyond each of the three national case-sites.   
 
5.1.2  University Level  
This project has illustrated that the overall lack of government management of 
study abroad has resulted in the approach to study abroad becoming a matter of 
choice within universities, thus producing inconsistencies in the management and 
operation of study abroad at this institutional level.  This finding highlights that the 
university leadership’s interest or support (or lack thereof) impacts on study abroad 
programming. Consequently, decisions relating to the quantity, the typology of study 
abroad options offered (‘industry’ or non-commercial, as discussed in Chapter 1, 
Section 1.2) and the basis on which partnerships are established (as discussed in 
Chapter 4, Section 4.6) depend on the university leader’s outlook on study abroad.  
Thus study abroad programming is impacted by political or economic rationales 
which ultimately impact on academic and cultural/social factors — all of which can 
affect students’ participation in study abroad programs, as this project has illustrated.  
For example, the variance in universities’ positions on study abroad outlined in 
Chapter 4 (Research Findings) indicate that the university leaders’ decision 
regarding what approach to take (or not), what funding and human resources to make 
available (or not) in relation to study abroad has a critical impact on study abroad 
programming because the resultant academic, economic and cultural/social 
environments affect students’ ability to participate.     
To examine the political international education environment in which 
universities operate, a review of membership lists of higher education associations 
and consortia in the three national case-sites, including but not limited to the 
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International Education Association of Australia (IEAA), the American Council on 
Education (ACE) and British Universities Transatlantic Exchange (BUTEX) 
illustrates that some public and private universities have joined discussions, together 
with national agencies and private organisations (including third-party program 
providers), to develop or implement a range of internationalisation efforts which 
impact study abroad programs.  The United States’ initiative Generation Study 
Abroad, championed by members of the Institute of International Education, is one 
example (see Chapter 2, Section 2.3.1 iii).  The list of members who have declared 
commitment to increasing study abroad participation rates by joining Generation 
Study Abroad illustrates that this is a commendable effort made by several 
institutions (and private organisations) across a range of different study levels, 
including undergraduate students.  Nonetheless, a comparison of the membership list 
for the Institute of International Education (IIE) and a list of members who have 
joined the initiative underscores that members can choose whether or not to join 
advocacy activities promoted by IIE.  This situation highlights that a variance in the 
political environment in which universities operate occurs because each university is 
autonomous.  Thus, firstly joining an association and secondly joining any initiatives 
promoted by that association is a political decision which rests with the university 
leadership.  Consequently, although stakeholders may strive, either individually or 
collectively, to increase study abroad participation rates at their respective 
universities, achieving success in this goal depends on the engagement, leadership 
and commitment of the university leader in the development, implementation and 
sustainment of processes. The research findings in this project illustrate that some 
university leaders have not yet risen to the challenge, or failed to establish and 
sustain university-wide study abroad policies in each academic department to enable 
student participation rates to consistently rise on an annual basis.   
  The act of becoming a member of any international higher education 
association or consortia is therefore first and foremost a political statement (made 
under the directive of the university leader) because it publicly declares the 
university’s stance on internationalisation.  Indeed, universities are often members of 
more than one association which further raises their international profile.  This 
statement also begs the question of the decision-making process of the university 
leader in selecting which association/s or consortia the university should join to 
enhance the university’s visibility in the competitive field of international education.  
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Furthermore, a university’s membership of an association may not result in actively 
joining any campaigns aimed at increasing study abroad participation rates and thus 
fail to develop study abroad policies and procedures towards this goal, as the data 
relating to US 2 outlined in this thesis attests.    
At a rhetorical level, internationalisation is a common topic of discussion at 
meetings, workshops and conferences attended by a variety of stakeholders who are 
members of at least one higher education association or consortia.  Taking the 
American Council on Education (ACE) as one example, ACE has a membership base 
consisting of  
“nearly 1,800 college and university presidents and executives at related 
associations, institutions and organizations that collectively promote, protect, 
and advocate for students, faculty and administrators in higher education” 
(www.acenet.edu).   
As one aspect of ACE’s wide-reaching operations across all facets of higher 
education ‘Internationalization and Global Engagement’ is one of seven topics 
members can engage in and ‘Student Mobility’194 appears at the end of a list with 
five prior headings.  This positionality assumes that universities have either engaged 
in or are preparing to address the matters set out under the preceding five headings − 
the first being to “articulate their commitment to internationalization and global 
engagement through mission statements, institution-wide strategic plans, and 
internationalization plans.” (www.acenet.edu/higher-education/topics/Articulating-
Global-Strategy).  However, as this project has found, not all of the participating 
universities have internationalisation plans and the literature also indicates that 
internationalisation plans are not an established university practice (see Chapter 2, 
Section 2.3.2).  For universities which do have internationalisation plans, further 
research on the extent to which study abroad programs feature within the plan would 
provide useful insights for policymakers and stakeholders who are committed to 
increasing study abroad participation in an active sense, as opposed to a rhetorical 
declaration which may be little more than a method of presenting a public global 
image.     
At a practical level, the Center for Internationalization and Global Engagement 
(CIGE) is one component of the extensive work of ACE in the area of international 
                                               
194  A term commonly applied in connection with study abroad students. 
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education.  CIGE offers members an opportunity to apply to attend an 
Internationalization Laboratory among a range of internationalisation efforts.  During 
the laboratory, over the period of eighteen months, a small cohort of senior 
administrators (who successfully applied to join the laboratory) discussed best 
practices in establishing ‘Comprehensive Internationalization’.  Aside from the 
difficulties reported in this project in establishing this concept (see Chapter 2, 
Section 2.7.1. iii), nonetheless as a study abroad professional, I read the strategies 
which the latest cohort have discussed and presented on the website and mentally 
ticked ‘Yes, I did that’ for each of the suggestions.  However, the difference is that I 
took action independently because the hierarchical management structure of US 2 did 
not provide me with an opportunity to discuss processes with senior administrators.  
Consequently, I largely worked independently in promoting and raising awareness of 
study abroad across the university campus, with only a small group of study abroad 
champions to assist me in my efforts (as discussed in Chapter 4, Section 4.3.3. i).  
To illustrate the lack of leadership and management support for study abroad at 
US 2 further, as is the practice at many universities in the United States, US 2 has a 
Senior International Officer (SIO), yet I met the SIO once in my nine year 
employment – in passing at a reception attended by senior members of the Chinese 
Consulate in Los Angeles for students who had been awarded a China Council 
scholarship.
195
 Deardorff  (2012) provides useful insights on the conceptualisation of 
internationalisation by a group of SIOs and at US 2 the SIO chaired an International 
Education Council (IEC).  I expressed interest in joining the IEC (not least as an 
observer after I had commenced my doctoral candidature).  However, my manager 
denied my request and remained the sole representative for the department on the  
Council.
196
  Therefore, when I met the SIO at the China Council scholarship 
reception, I tried to engage the post-holder in a conversation on further ideas I had 
for increasing study abroad participation, but received little response.  From prior 
experience of regularly conversing with another senior staff member of the SIO’s 
office, I was aware that the primary function of the office was to offer inbound 
international students a range of academic programs on a user-pays basis.  
Consequently, responsibility for setting up international education partnerships for 
                                               
195  As discussed in Chapter 3, Section 3.3.1, I was an Executive Member of the China Council and on  
 the Selection Committee. Therefore, I was invited to all Scholarship receptions. 
196  As discussed in Chapter 1, Section 1.5, the study abroad office was located in a department which  
 primarily provided immigration advice for inbound “diploma mobility” students. 
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outbound “credit mobility” students fell to the academic staff members who had 
initiated them.  Nonetheless, as the designated international representative of the 
university, the SIO signed the Memorandum of Understanding (MOU), if she agreed 
that a partnership with the proposed host university was in the best interests of   
US 2.
197
   
In such a politically-charged fiscal environment, this thesis posits that input 
from the university leader in each area of internationalisation is vital because 
individual departments’ financial priorities are varied.  For example, the research 
findings (Chapter 4, Section 4.3.3. i) established that supporting study abroad 
programming was not high on the list of the university leader’s priorities at US 2 and 
this affected the attitude of senior administrative and academic staff.  In contrast, US 
2’s success in attracting inbound “diploma mobility” students is evident because the 
university was consistently ranked among the top three university campuses in the 
state-wide system in the relevant section of the annual ‘Open Doors’ report produced 
by the International Institute of Education (IIE).  Comparing these statistics to those 
relating to “credit mobility/exchange” study abroad students at US 2, captured by 
means of the ‘Passport to Success’ online survey (see Chapter 3, Section 3.3.1),  
indicates that the university’s approach to internationalisation resulted in the creation 
of a disconnect between internationalisation and study abroad programming.  That 
this description of the study abroad environment at US 2 is not a singular occurrence 
is supported by the statement that only two other participating universities have an 
internationalisation policy and none have a study abroad policy (see Chapter 4, 
Section 4.0). In addition, a collection of case studies (Sutter et al, 1992) report that 
other universities within the state-wide public university network which includes US 
1 and US 2 have implemented internationalisation plans, with varying degrees of 
success.  Furthermore, Sutter et al (1992) found that although a number of 
universities had implemented an internationalisation plan, it was not always adhered 
to.  Empirical evidence that the level of commitment to study abroad is dependent on 
                                               
197  The university had signed several Memoranda of Understanding agreements (MOU) with  
 international universities which were administered by academic staff in a few departments.  Yet, in  
 my nine year employment, I only recall being informed of two students’ participation in a study  
 abroad program associated with an MOU which illustrates that the majority of the agreements  
 were inactive. 
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the stance on internationalisation of individual university leaders is illustrated by the 
statement from another university campus in the same state-wide network as US 1  
and US 2 which declares that  
“the perception of study abroad has changed. It is no longer seen as just an  
optional add-on experience.  The university currently has 37 majors and 
academic programs that include an international experience as a graduation 
requirement” (Cisneros-Donahue, Krentler, Reinig & Sabol, 2012, p.169, 
emphasis added).    
This statement highlights that the university has incorporated a study abroad 
component into the degree structure for students studying in a large variety of 
specific degree programs.  Thus completing a study abroad placement is a degree 
requirement for students studying in those academic disciplines, as opposed to being 
an optional addition.  By comparison, one study abroad professional in this project 
reported on the necessity of engaging in a dialogue with senior administrators in 
order to safeguard the provision of study abroad at that case-site university.
198
  The 
two universities’ dissimilar attitudes reflect a difference in the views of the 
respective senior academic and administrative staff  (and ultimately the university 
leader) “in the highly complex personal and institutional interaction that is study 
abroad” (Engle & Engle, 2003, p.5).   
The data presented in this project emphasises that there are different systems of 
managing and operating study abroad programs − with some universities offering a 
variety of study abroad opportunities and others offering few.  Of particular interest 
to this project is the comparison in the provision of study abroad programs between 
US 1 and US 2 because of the shared executive stewardship by a single Chancellor.  
In the latter case, the lack of a study abroad culture (Davis, Milne & Olsen, 1999; 
Daly & Barker, 2010) is the key obstacle which needs to be addressed before study 
abroad participation rates at US 2 can rise through the provision of programs beyond 
the current limited offering (as discussed in Chapter 1, Section 1.3.3).  Without a 
minimum level of support for study abroad from the university leader, this project 
has pointed out that there is no compunction for senior administrators to take action.  
As one example, senior administrators may fail to address the academic issues raised 
                                               
198  The dialogue resulted in university management and the study abroad professional working  
 together to ensure the continuance of the study abroad program following the re-structure of the  
 university’s academic framework, as discussed in Chapter 4, Section 4.1.2). 
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in Chapter 4 in relation to the structure of some degree programs.   Furthermore, the 
data highlights that an overall failure to offer less complex procedures results in 
difficulties for academic and administrative staff in granting and recording and 
students in obtaining academic credit approvals, thus representing a major obstacle.  
To alleviate, if not avoid, these issues the data in Chapter 4 (Section 4.2.3) indicates 
that one study abroad office has created a process to record approval of courses 
granted to previous students, while another has developed methods to introduce the 
idea of undertaking a study abroad placement at an earlier point in the students’ 
academic careers (Section 4.5.3 i).  As the data in Chapter 4 highlights, the creation 
of such initiatives by study abroad professionals can have a critical impact on 
students’ participation.199   
In presenting the processes involved in establishing partnership agreements 
between international universities, the research findings in Chapter 4 indicate that 
political rationales are largely behind universities’ decisions to establish, maintain or 
curtail partner university agreements in specific geographic locations.  Yet, the 
participants’ report that the location of partner universities often seem to be based on 
either government or university political strategies and do not necessarily match the 
countries in which students express interest in studying.  This finding disputes the 
claim of one international educator (Ogden, 2006) that institutional linkages occur in 
response to anticipated growth in study abroad participation.  The participants’ 
comments indicate that, in practice, partnerships may be created, or strengthened to 
fulfill one or more of a range of  universities’ rationales, which may be unrelated to 
study abroad (i.e. creating an opportunity for a research project to enhance the 
international reputation of the home and  host universities).  In which case, 
partnerships established on this basis are arguably further examples of “soft power” 
(Nye, 2004).  As another example, universities’ efforts to create links with countries 
such as China may be aimed at strengthening relations because of the country’s 
traditional practice in exporting large amounts of “diploma mobility” students.  Thus, 
this project contends that universities’ strategic goals typically emerge from à priori 
politico-economic foundations with academic and cultural/social outcomes featuring 
as secondary considerations, at best.  
                                               
199  The practice is only necessary in cases where students are not provided an opportunity to select a  
 degree program which incorporates a study abroad placement, as illustrated in the practice at the  
 two United Kingdom universities which participated in this project. 
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It has been suggested that universities need to “look carefully at the barriers which 
they have created in the design of policies to facilitate student participation [in study 
abroad]” (Wick, 2011, p.179).   However, as this project has found, the lack of an 
internationalisation strategy or study abroad policy does not prevent universities from 
entering into study abroad agreements with overseas partner institutions.  This finding again 
calls into question the universities’ motives in establishing study abroad agreements and 
highlights the effect the overall lack of accountability for study abroad from a national 
government department has on the management and operation of study abroad programs.  
A conference presentation comparing Australian and American study abroad 
statistics and practices suggests that universities in Australia needs to follow the 
practice in the United States of creating third-party programs provider organisations  
to increase study abroad participation rates (Molony, Berquist & Koban, 2012, Slide 
15).   Yet, in the United States the statement that “unfortunately, the road toward 
rising student participation is insufficiently mapped and signposted as it traverses an 
international education landscape made ever more complex by choices” (Engle & 
Engle 2003, pp.1-2) underscores that the quantity of study abroad options offered by 
some universities has proliferated to the point that it could be argued that perhaps 
students have too much choice.  Support for this hypothesis stems from one of the 
participant’s comment “that a large number of study abroad options can be daunting 
“as sometimes the students are overwhelmed by the choices… It’s like going down 
the cereal aisle and seeing ‘OK I have one hundred and fifty choices, which one do I 
choose?’ ” (Participant 1, US 1, 6th January, 2015).  These statements highlight that 
the study abroad pathway has diversified away from the historical non-commercial 
academic study route to become a growing marketable commodity with an increasing 
number of “à la carte” study abroad programs being designed to attract students on a 
user-pays basis either by universities or third-party program providers.
200
  Indeed, an 
article which debates the academic component of study abroad programs (Kingsbury, 
2013) includes a senior university administrator’s statement that “we sell the idea 
that if students study abroad, they automatically return with some nuanced, 
marketable international skill set… But given the price tag, what if we’ve oversold 
the benefits?” While this project agrees with Lewin (2009) that the creation of study 
                                               
200  As outlined in Chapter 4, Section 4.6.3.i, to expand students’ options, I invited third-party  
 program providers to exhibit at the annual Study Abroad Fair and an increasing number applied 
 each year to be an exhibitor.    
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abroad on a commercial footing “is not necessarily a bad thing because much of this 
entrepreneurial activity has generated new and innovating programming” (p.xiv), the 
commercial nature of study abroad programming does highlight that students need to 
be able to afford such programs.  As the data in this project has outlined, students 
often encounter difficulties in finding the additional funds required to study abroad at 
a host partner university (where their tuition costs are already covered at the home 
university), let alone the considerably higher fees charged by third-party program 
providers.  Kingsbury’s (2013) statement which exemplifies the financial outcome of 
‘industry’ study abroad programs matches the commercial view of a representative of 
a third-party program provider at a Study Abroad Town Hall meeting I attended. To 
explain, during a table discussion on ways to increase study abroad participation, the 
representative stated that the first point to consider is “what is the study abroad we 
are selling?” I noted my response “Why do we have to sell it?” in the ‘Initial 
Thoughts’ document (April, 2014).  Reflecting on this interchange, I recalled the 
catchphrase “Travel is the only thing you buy that makes you richer” which I shared 
at every information session (and included in marketing materials) at US 2. Judging 
from the amount of nodding heads in the information sessions, the majority of 
students understood that I meant richer as a person. 
In light of the potential impact on partnerships between European and non-
European universities post-Brexit, universities may need to seek out new partners to 
meet students’ interest in studying abroad (given that this project has established that 
such interest does exist).  However, the data presented in this project points out that 
difficulties often exist in maintaining current partnerships, with one example being 
the challenges reported in maintaining a balance on inbound and outbound student 
numbers.  Therefore, in the process of selecting new study abroad partners, this 
project has illustrated that it will be vital that open channels of communication are 
both established and maintained at senior management (leadership), academic (senior 
and student-facing) and administrative levels (including study abroad professionals) 
for the partnership to benefit study abroad students, rather than merely draw 
(politico-economic) global attention to the international reputations of the home and 
host universities.  In particular, this project draws attention to the need to include 
study abroad professionals in the ensuing discourse because the data illustrates that 
too often the impact of decisions made at a senior level on processes and procedures 
at administrative levels have not been considered. 
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5.2 Economic Rationale 
5.2.1  Government Level 
The close connection between the political rationale and the resultant economic 
benefits in each national research case-site is illustrated in Section 5.1.  Because the 
costs associated with study abroad are considered an obstacle (Clyne & Rizvi, 1998; 
Siaya & Hayward, 2003;  King, Findlay & Ahrens, 2010; Cushner & Karim, 2004), 
this Section briefly recaps the level of government financial assistance for study 
abroad in each case-site country to examine (with the aid of screenshots) how 
financial assistance is advertised on government websites.   
Australian students are directed to the government student information gateway 
‘Study Overseas’.  Selecting the ‘Money matters’ tab, the first Heading is ‘Your 
Institution’ which advises students that
 
“staff at your institution can tell you about the many Australian Government grants 
and scholarships available for overseas study, as well as any scholarships and other 
support that may be available from your institution.  Most institutions have a 
dedicated student mobility office, and individual faculties often have overseas 
studies programs as well, so speak to staff to find out more!” 
(www.studyoverseas.gov.au). 
This instruction firmly places the onus on study abroad professionals at each university 
(and perhaps study abroad champions such as other administrative or academic staff) to 
refer students to the relevant student funding body.  This project has found that while 
study abroad professionals provide such information to students during advisement 
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sessions, academic staff may either not be as supportive or may not be familiar with the 
details to pass on to students. 
In the United Kingdom, as outlined in Chapter 2, Section 2.4.1, students who 
study abroad for a year outside Europe can pay reduced university tuition fees.  In 
addition, eligible students can apply for a travel grant and the government website 
states that students do not need to re-pay travel grants (see final sentence in the 
screenshot below).  
 
 
Providing students meet the eligibility requirements, submitting the online 
application for a travel grant directly to Student Finance England seems a 
straightforward process and students are informed the amount awarded by the travel 
grant is dependent on the total income of the students’ families.  However, the 
government website does not mention the fifteen percent reduction in tuition fees for 
students who study abroad for an academic year.  An online search illustrates that 
although individual universities often mention the reduced tuition fee policy, often 
no further details are provided (including that it is a government policy). 
In the United States the primary source of government financial assistance for 
study abroad students is federal financial aid.
201
  The government website on this 
topic announces that students need to contact their university’s financial aid office 
(see screenshot below).  Yet, one of the findings of this thesis is that students often 
                                               
201  Some students may also be eligible to receive financial aid from the state government. 
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did not know how to do so.  Of critical importance to this project is that the website 
also highlights that there is an element of choice at the university level regarding 
financial aid policies and this position aligns with the data provided by the 
participants at US 1 and US 2 (see Chapter 4, Section 4.4.3). 
  
The inadequacy of the federal financial aid system in the United States led one 
participant to declare that  
“until the United States’ government liberalizes its financial aid policy we, as a 
nation, are struggling [in respect to increasing study abroad participation]” 
(Participant 2, US 1, 8
th
 January, 2015). 
The overall view of all participants is that government financial assistance is 
insufficient and this impacts on students from low socio-economic backgrounds 
either considering or applying to study abroad.  This fiscal scenario can lead to the 
view that study abroad is an elite international activity (Brustein, 2007; Whatley, 
2017).  While this statement appears to support the view that a student’s ability to 
afford to study abroad is dependent on the family’s socio-economic status, in 
practice, the screenshots in this Section indicate that, because the level of 
information is basic, students may be unaware that government financial support is 
available, or automatically assume they are not eligible to apply. 
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5.2.2  University Level 
The above screenshots and the data presented in this project illustrate that 
governments hold universities responsible for supplying detailed information on 
financial assistance and places the onus on universities to fill any gaps in study 
abroad students’ funding.  The latter may be harder for universities to achieve in the 
face of increasing fiscal challenges caused by government cuts to higher education 
funding overall.   Yet, the research findings (see Chapter 4) highlight that universities 
can make a contribution if the university chooses to make funds available to assist 
students.  This position adds weight to the earlier statement regarding the university 
leaders’ role in deciding such matters.  In the United States, noting that some 
universities fund scholarships on a user-pays system by charging students a fee to 
study abroad Brustein (2007) proposes that a system is established whereby  
“the costs of study abroad… are built into tuition (or in the case of public 
universities and colleges covered by tuition and state revenues) so that  
students… pay the same sum whether or not they participate in a learning 
abroad experience.  [Because] learning abroad is an academic priority and 
should be treated and funded no differently from other academic priorities” 
(p.389).    
However, this proposal is likely to meet with strong opposition from students 
because of the additional cost of tuition which is already a financial stretch for a 
large proportion of student populations in and beyond the project’s case-site 
universities.  Furthermore, aside from the challenges in implementing Brustein’s 
(2007) proposal, there would be no compunction for universities to direct additional 
funds raised toward supporting study abroad without strict financial control.  
Consequently, university leaders may elect to direct funds raised in this way toward 
more financially lucrative internationalisation efforts, such as recruiting more 
“diploma mobility students” to benefit the university budget, as this project has 
suggested.  One participant reported that a proposal has been developed for revenue 
earned from inbound “diploma mobility” student tuition fees to be directed towards 
study abroad scholarships.  While this is a commendable proposal, at most 
universities requests for funding are likely to come from a variety of areas (academic 
and cultural/social).  Therefore, a proposal to set aside tuition fees from inbound 
“diploma mobility” students for this purpose would require strong support from the 
university leader to override objections from members of the university community 
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who may view study abroad with skepticism, or regard funding for their department 
a more pressing financial concern.  Indeed, the general view from within universities 
is that “study abroad as part of the home degree is in absolute numbers and in social, 
political and economic impact less a factor than degree mobility” [of international 
fee-paying students] (Choudaha and de Wit, 2014, p.30).   That the last two factors 
(political and economic) in this statement reflect two of the rationales for 
internationalisation proposed  by de Wit (1995) and Knight & de Wit (1997, 1999) 
supports the view of this project that these factors can and do act as obstacles to 
students’ participation in study abroad programs.     
Expanding on the association between economics and study abroad programs, 
viewing international education as an export ‘industry’ because of the income 
generated for universities from inbound “diploma mobility” students is well 
documented (see Chapter 2, Section 2.4).  In contrast, the economic benefits to the 
university in relation to “credit mobility/exchange” students are not considered from 
the same viewpoint.  Thus, the “institutional prioritization of the recruitment of 
inbound foreign students over outbound exchange [students]” (Doyle et al, 2010, 
p.474) features as one of the primary obstacles to study abroad participation because 
study abroad students continue to pay tuition to the home university and 
consequently there is typically no financial benefit to the university.  Nonetheless, 
study abroad is “becoming each year a more attractive “recruiting tool” in the [higher 
education] “market” for prospective students (Engle and Engle, 2003, p.1).  This 
statement is verified by the participants’ reports that each participating university 
promotes study abroad opportunities at Open Days and other recruitment activities 
aimed at attracting new local fee-paying university students.  Instead, the topic of 
value in connection with study abroad is limited to the students’ learning outcomes 
beyond the classroom (Cisneros-Donahue, Krentler, Reinig & Sabol, 2012; Tarrant, 
Rubin & Stoner, 2014) or the acquisition of a second language (Brecht & Robinson, 
1995).   
This project has pointed out that the government financial policies are a band-
aid which provide little effective assistance for students from lower socio-economic 
backgrounds and that universities’ interest in addressing this funding gap is 
somewhat varied.  As a result of the limited financial support from governments and 
universities, study abroad students either need to have private financial means, 
receive a scholarship, or take out a loan in order to study abroad.  Thus students’ 
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limited access to financial assistance may inhibit their ability to study abroad and 
potentially develop both an understanding of themselves and cultural ‘others’.  In 
view of these observations, it would appear the view that “economic and political 
arguments for increasing study abroad participation and diversity are the most 
effective rationales for policy makers” (Wick, 2011, p.179) has not yet been effected 
at either the government or university levels.   
 
5.3  Academic Rationale 
With the literature on the academic component of study abroad largely 
concerned with assessing and evaluating students’ learning (Engle & Engle, 2003:  
Chieffo & Griffiths, 2004; Williams, 2005; Savicki & Brewer, 2015; Suskie, 2018), 
nationwide calls (in the U.S.) to internationalise the curriculum (Egron-Polak, 2012) 
and subsequent responses (Sayers, 2013),  difficulties in incorporating international 
elements into the curriculum (Leask, 2001; Burn, 2002; Leask, 2007; Luxon & 
Peelo, 2009; Harrison, 2015; Stein, 2017) or recognition of the need to create a 
curriculum to meet the learning needs of local and international students (Manning, 
2006; Leask, 2009; Leask and Bridge, 2013) little consideration has been given to 
how learning in a foreign educational environment, such as a different learning style 
or pragmatic approach, can impact on students’ knowledge in and beyond the 
classroom.  For example, American students studying in England or Australia have 
to adapt to a lecture-based, independent learning environment, with (typically) one 
exam at the end of the semester.  Conversely, English and American students 
studying in the United States need to adjust to the regularity of course assessment in 
the form of quizzes, and/or mid-term exams in addition to a final exam at the end of 
the semester.  As a result, reports on the impact of overseas teaching styles and 
pragmatic differences on students’ overall learning are limited.  For example, 
Ramburuth and McCormick (2001) outline that although Australian and Asian 
students have different preferences in regards to learning styles, Asian students need 
to adapt to Australian teaching methods.  A U.S. study (Heng, 2018) aims to 
“increase intercultural understanding between international students and [academic] 
staff (p.22).  Yet, when I met with US 2 students after completion of their study 
abroad placement, I was often informed that the unfamiliar teaching style at some 
host universities (particularly in Australia and England) had an overall beneficial 
effect on the students’ learning abilities.  For example, students often reported that an 
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emphasis on independent learning at the host university had built their academic 
confidence to the extent that applying for postgraduate studies was subsequently a 
viable post-graduation option.
202
 
Furthermore, with discussions on developing an international curriculum to 
match the learning needs of degree-seeking inbound international students 
dominating the literature, the need to prepare outbound “credit mobility/exchange” 
students is scarce, although Lindsey Parsons’s study (2010) indicate there is a need 
for an internationalised curriculum which fully addresses the needs of outbound 
students.  Wick (2011) agrees that there is a need for universities to design “a 
carefully designed curriculum that helps students navigate the study abroad process” 
(p. 180).   Highlighting the continuity of the learning process, Deardorff (2011) states 
that study abroad students need sufficient preparation on intercultural learning prior 
to departure to assist in creating  
“an understanding of intercultural competence frameworks, vocabulary, and 
concepts so that they can apply them to the learning that occurs before, during, 
and after the experience” (p.71).   
Despite these observations, beyond developing students’ language abilities in class 
prior to departure (Deardorff, 2011), there is a shortage of literature relating to 
coursework which will assist students in preparing to study abroad.  At US 2 an 
international academic staff member (also a member of the Study Abroad Evaluation 
Committee) informed me that she had created a Virtual Study Abroad course to  
“give students a simulated experience of studying abroad via technology 
mediation and exposure to people and products from international cultures. 
Through the virtual exposure to global cultures and research projects, students 
will learn to use technology to access information sources, develop strategies to 
evaluate the accuracy and usefulness of information, and investigate how 
cultural information and products impact individuals and society. The course 
will help students become discriminating consumers of cultural products and 
sophisticated global citizens with skills to interact with diverse people in a 
culturally appropriate manner in their professional and personal lives” (Miller, 
2013). 
                                               
202  For example, some students reported being initially daunted by the long reading lists on syllabi,    
 until they spoke to local students who explained they should select sections relevant to the topic of     
interest rather than read each book from cover to cover.  In the United States, it is more usual for 
academic staff to assign sections for students to read before the next class. 
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The academic staff member explained to me that because the Virtual Study Abroad 
course introduced students to the concept of searching online for information on a 
range of international topics (i.e. language pronunciation, currency conversion, 
reviewing museum collections, buying tickets online for cultural sites and museums 
and practical information such as navigating public transport systems) she considered 
it an essential course for all students, but particularly study abroad students.   
However, the course is not offered in each semester and this is further indication of 
the lack of support for study abroad from the university leadership at US 2 (as noted 
in Chapter 4 , Section 4.3.3 i and Aylmer (2012). 
At the opposite end of the study abroad placement timeline, in the United 
States, universities may encourage returned study abroad students to attend one of 
many Lessons from Abroad conferences held across the country 
(www.lessonsfromabroad.org) which provide re-entry advice on a range of topics, 
including further study overseas.
203
 In Australia, the concept is termed Bringing the 
Learning Home sessions.  However, in contrast to Lessons from Abroad, a report 
from three Australian universities (produced with the support of the Australian 
Government Office of Learning and Teaching), outlines that Bringing the Learning 
Home advice is provided to study abroad students in a three phase trajectory 
consisting of “pre-departure… in-country… and re-entry” (Gothard, Downey and 
Gray, 2012, p.6).  This thesis shares the report’s view that universities (in and 
beyond the thesis’ three case-site geographic locations) should “consider offering a 
structured program of intervention covering the whole exchange trajectory” 
(Gothard, Downey and Gray, 2012, p.6), as outlined above.
204
   The report’s 
corresponding website provides links to Bringing the Learning Home video 
presentations for universities to adopt or adapt.  However, the videos draw attention 
to the need for study abroad professionals to have time to coordinate and deliver 
presentations.  In practice, the outline of the range of study abroad professionals’ 
                                               
203  Comments I received from US 2 students who attended a Lessons from Abroad conference  
       included the observation that it was “primarily a marketplace for opportunities to enrol in  
       postgraduate study overseas” (paraphrased). 
204  Participant 1 at AUS 1 reported that, after reading about Bringing the Learning Home, she had    
       introduced the re-entry phase in sessions for returned students.  When the Careers Office was  
       incorporated into the same department a few months later, two project officers  
       were assigned to explore the employability of all students.  However, one officer was assigned to  
       consider all local students and the other focused on “diploma mobility” students.  At this time 
       Bringing  the Learning Home sessions for “credit-mobility/exchange” students were  
       discontinued.   Consequently the employability of this student group was overlooked.      
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responsibilities (see Section 1.1.2),
205
 compared to the student ratio (see Table 5, 
p.99) indicate the considerable time constraints generally already imposed on study 
abroad professionals.   
Although King, Findlay and Ahrens (2010) assert that “ensuring clarity of 
credit transfer systems” (p.3), will assist in promoting the anticipated academic 
outcomes of study abroad to students and parents, their study also points out that 
different approaches to credit mobility are even undertaken at universities in the 
same country, depending on the university’s status.  Consequently, the dissimilarity 
in universities’ credential systems, as outlined in this project, effectively reduces the 
likelihood of creating a universal procedure of granting academic credit to nil.  As 
discussed in Chapter 4 Section 4.2, one method to overcome credit transfer issues is 
to introduce degrees which incorporate a study abroad element.  However, in the case 
of UK 1 where students receive a pass/fail grade, international educators may argue 
this procedure may provide less incentive for students to perform well academically.  
Yet, as Montrose (2002) points out, “the activity of studying in a foreign country in 
and of itself does not provide learning – the kind of learning that can be evaluated, 
graded and accredited” (p.1).  However, the amount of literature on the topic 
illustrates that the depth of the student’s intercultural learning beyond the academic 
level is harder to measure (Otten, 2003; Chieffo & Griffiths, 2004; Forsey, 
Broomhall & Davis, 2012).  Perhaps in a bid to place study abroad on a more 
formally recognised academic footing, one case-site university issues students with a 
study abroad participation certificate.  Further research on the extent to which 
universities worldwide have adopted this practice would be useful in determining the 
level of study abroad support from within universities.     
In the field of international education, the term ‘brain drain’ (Robertson, 2007; 
Baruch, Budhwar & Khatri, 2007) applies to students who obtain jobs in the host 
country after completing their degree in that country.  This term has been applied to 
degree-seeking international students who transfer from a student visa to a work visa 
after completing a degree overseas − the point being that the students do not return 
                                               
205   As noted in Section 1.1.2 , “a study abroad professional holds a variety of responsibilities  
 related either to the management or operation of study abroad programs, typically including,  
 but not limited to, liaising with existing and potential international partner universities, promoting    
 study abroad programs across a range of academic and socio-cultural platforms within the  
 university community via a variety of in-person or electronic channels (i.e. classroom   
 presentations, study abroad fairs, information sessions, New Student Orientation and social  
 media) and advising students” (pp. 3-4). 
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home to share and apply knowledge acquired overseas, but remain in the host 
country.  Robertson (2006) declares that the political and economic importance  
“derives from the view that politicians and policy-makers have that brains are 
the basis for a competitive edge in the so-called ‘new knowledge  
economy’… the race is on between countries to attract the best brains from 
around the world in order to generate the ideas that will in turn lead to 
innovations, patents and profits (p.1).   
In contrast, “credit mobility/exchange” students (King, Findlay & Ahrens, 2010, p.2) 
return to their home university after a study abroad placement to complete degree 
requirements.  While the potentiality for this group of students to improve 
employment prospects is widely acknowledged as a study abroad benefit (Curran, 
2007; Herren, 2008;  Wiers-Jenssen, 2008; Norris & Gillespie, 2009: Crossman & 
Clarke, 2010; IEAA, 2012; Boe & Hurley, 2015; British Council, 2015; Potts, 2015), 
the intercultural learning − the return which encompasses each of the 
internationalisation rationales discussed throughout this thesis − students acquire 
during a study abroad placement is not considered in terms of “brain gain” 
(Robertson, 2006, p.3) and this oversight presents an inequity in the field of 
international education.  This thesis proposes that introducing this concept at 
Bringing the Learning Home and Lessons from Abroad sessions may be of assistance 
in closing the gap between “brain drain” and “brain gain”.206    
 
5.4 Cultural/Social Rationale 
The term ‘intercultural competence’ is considered an integral component of a 
study abroad program (Engle & Engle, 2003;  Deardorff, 2006; Twombly, Salisbury, 
Tumanut & Klute, 2012).  As one outcome of internationalisation, Deardorff (2006) 
assesses how study abroad students’ intercultural competence is measured by senior 
administrators at a selection of United States’ higher education institutions deemed to 
be “committed to internationalization” (p.236).207  However, as a researcher I noted 
that one contributor was president of US 2 at the time the study was conducted and 
as a study abroad professional at US 2 I was aware that the university had no 
internationalisation policy.
208
 This observation is one illustration of the chasm which 
                                               
206  See Section 5.5 for details. 
207  Including both community colleges and universities. 
208  Nonetheless the post-holder was a scholar in the field. 
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exists between theory and practice in the relationship between internationalisation 
and study abroad in practice.  Of critical interest to this project is that “the 
importance of process in acquiring intercultural competence” (Deardorff, 2006, 
p.248, emphasis added), reiterates the findings of Yershova, DeJaeghere and 
Mestenhauser (2000) that skills such as intercultural competence “are not learned 
automatically in traditional disciplines or by osmosis, and that they are influenced by 
the cultures in which they are practiced and taught” (p.59). 
Other scholars (Williams, 2005; Anderson, Lawton, Rexeisen & Hubbard, 
2006) discuss the level of intercultural sensitivity students acquire by studying 
abroad.  However, whereas the word ‘competence’ implies a deeper level of 
knowledge than can arguably be gained in the type of study abroad sojourn discussed 
in this project, the word ‘sensitivity’ suggests only an awareness.  Instead, this 
project contends that applying the term ‘intercultural learning’ (Otten, 2003) is more 
relevant in relation to study abroad students because intercultural learning is an 
ongoing process as the Learning Experience Radial Models LER 1 (Figure 1) that 
outlines Experiences 1-4 illustrates.  Thus, the intercultural learning which 
commences or develops during a study abroad placement may continue to guide 
students after the placement has ended.  In some cases, students may return to the 
overseas host country to undertake postgraduate study.   Alternatively, students may 
seek opportunities to work or volunteer overseas (as outlined in Chapter 1, 
Experience 3).  Whichever pathway students select, completing a study abroad 
placement is an enriching experience which is likely to continue to manifest 
throughout the students’ lives (at a minimum in a cultural/social context), thus 
representing “brain gain” (Robertson, 2006, p.3).  Expanding on this topic further, 
Racette (1996) observed that study abroad participation can provide students with an  
“an intensive understanding of the environmental and social problems 
mounting in the non-industrial world as well as of their global implications”  
(p. 32).   
Although Racette’s observation (1996) is cited in relation to United States’ students 
studying in developing countries, this position outlines the potential to gain 
intercultural knowledge which will assist students in developing an understanding of 
cultural others worldwide to share in a range of post-placement cultural/social 
settings. This project asserts that such intercultural learning continues in those 
settings beyond the students’ study abroad placement.  The development of the LER 
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1 (p.8), which resulted  from Experiences 1-4 as discussed in Chapter 1, Section 1.3, 
is one example and Durbin’s (2006) list of United States’ citizens who studied 
abroad and became leaders in their respective political and literary fields is another, 
more public, representation of the career outcomes of former study abroad students.   
 
5.5 Recommendations   
As discussed in Chapter 2, Section 2.7.1 iii, Hudzik (2011) advocates for 
universities to introduce ‘Comprehensive Internationalization (CI)’ and Crowther, 
Joris, Otten, Nilsson, Teekens and Wächter (2000) and Nilsson (2003) promote the 
idea of ‘Internationalization at Home (IaH)’.   To briefly reiterate, the aim of ‘IaH’ is 
to provide all students with an opportunity to engage in “an international dimension 
during their time at the university” (Nilsson, 2003, p.31).  In the same context, the 
British Council (2015) declares that  
“by providing information to and incentivising home students to study abroad, 
institutions can more easily achieve strategic objectives including the 
internationalisation of the student body as well as of curriculum and research, 
leading to increased innovation and graduate outcomes” (p.7).    
Yet, this project has drawn attention to the associated difficulties with the 
manifestation of either ‘Comprehensive Internationalization’ or ‘IaH’ across all 
levels of the university community.   While both concepts suggest that a wide net is 
cast to capture all aspects of international education in theory, this project has 
asserted that little consideration has been given to the place of study abroad programs 
therein.  Indeed, the image of inclusivity which ‘IaH’ aims to promote is destroyed 
by the declaration that “Internationalisation at Home is any internationally related 
activity with the exception of outbound student mobility” (Nilsson, 2013, p.31, 
emphasis added). 
Furthermore, the literature discusses challenges in adapting the curriculum to 
meet the learning needs of international students (Leask, 2001; Stone, 2006; 
Schuerholz-Lehr, 2007), and efforts to internationalise the curriculum for students 
who remain at home (Crowther, Joris, Otten, Nilsson, Teekens, & Wächter, 2000; 
Nilsson, 2003).  In addition, difficulties have been discussed in teaching inbound 
“diploma mobility” students cultural/social skills to assist this group in integrating 
into the host university and local community (Manning, 2006).   
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The outline of the extant efforts to widen the scope of the academic benefits of 
international education is of critical importance to this project because it identifies 
that, to date, “there is no good plan of how to use the returning [‘credit mobility/’] 
exchange students… in an IaH context” (Nilsson 2003, p.38).   In light of this 
admission, this project, as per the analysis outlined in the previous chapters, proposes  
that governments and universities consider study abroad as ‘Internationalisation from 
Home (IfH)’ because doing so can increase study abroad participation rates of “credit 
mobility” students and effectively address the issues relating to inbound “diploma 
mobility” students.  To expand further, the literature has largely discounted the fact 
that study abroad students have the potential to contribute to the host university 
during the sojourn, to the home campus upon their return and to the wider 
community in either the home or host countries prior to and post placement, thus 
effecting or affecting each of the rationales for internationalisation.  In practice, 
many universities encourage returning “credit mobility/exchange” students (in their 
status as study abroad alumni) to act as ambassadors by sharing their experience with 
a variety of stakeholders including student peers, academic and administrative staff, 
senior management, university leaders and the wider community.  Some universities 
also encourage inbound “diploma mobility” students to engage in the promotion of 
study abroad programs and further research on the extent to which this practice is 
followed would add weight to the argument that ‘IfH’ is a fully inclusive model, in 
contrast to ‘IaH’. 209  Consequently, this thesis recommends that institutional 
policymakers, particularly at the university level, consider the internationalisation of 
higher education beyond the budget line viewpoint of the increase in funds to be 
gained in recruiting inbound “diploma mobility” students.  Instead this thesis 
represents an opportunity for policymakers to contemplate how the ‘IfH’ study 
abroad model can have a far-reaching impact beyond the scholastic achievement of 
students.  For example, applying the ‘IfH’ model would enable study abroad to 
become the method by which students can experience the “human capital 
                                               
209  Although beyond the remit of this thesis, applying an ‘IfH’ study abroad model could also  
assist inbound “diploma mobility” students in integrating into a new learning (and living) 
environment.  To this end, during my employment at US 2, I developed a proposal to introduce a 
‘BELONG’ program − with the acronym standing for ‘Being Engaged Learning Otherness − 
Nationally, Globally’ − which was designed to engage both inbound “credit mobility/exchange” 
and “diploma mobility” students in intercultural dialogues. However, my manager did not grant 
her approval to implement the proposal because of my workload and budgetary restrictions in 
employing a full-time assistant. 
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development role of education” (Wick, 2011, p.32).  Indeed, Salisbury, Umbach, 
Paulsen and Pascarella (2009) point out  
“human capital theory suggests that individuals accumulate productive 
capacities (knowledge, understandings, talents, and skills), which can be 
enhanced through investments in education and exchanged for increased 
earnings, power, and occupational status” (p.122).   
This thesis takes this view one step further by stating that positioning study abroad as 
‘Internationalisation from Home’ (IfH) would highlight the potential contribution of 
study abroad students within a range of political, economic, academic and 
cultural/social settings throughout the world.  Thus, an ‘IfH’ study abroad model 
would represent “mobility capital” (Murphy-Lejeune, 2002) at a wider international 
level than the application of the term to European students who study abroad through 
the Erasmus program.  Given that this project has illustrated that the future of the 
Erasmus program is uncertain, this thesis asserts that if university leaders were to 
introduce ‘IfH’ as a widespread study abroad model, this action would raise the 
profile of study abroad from the bottom of a list of leadership perspectives on the 
definition of internationalisation ,see Table 7 below: 
 
Table 7: Status of Study Abroad in the field of Internationalisation 
 (Deardorff , 2012, p.73) 
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This thesis argues that if university leaders introduced an ‘IfH’ study abroad 
model, because of its emphasis on offering students an opportunity for in-depth 
experiential learning, study abroad programs could be expanded to include a wider 
range of academic disciplines, thus emphasising study abroad.  To foster this 
outcome, the data presented in this project points to a need for universities to review 
or create study abroad policies or procedures. To this end, this thesis declares the 
necessity for involving study abroad professionals at both management and 
operational levels to ensure that effective processes are introduced and sustained.  In 
this way, ‘IfH’ could enhance or develop collaboration between home and host 
universities − thus transforming study abroad from a process into a pedagogical 
practice and increasing opportunities for more students to develop global citizenship 
skills, as advocated by politicians (see Chapter 2, Section 2.3.1) and an increasing 
number of universities.   Promoting study abroad programs based on an ‘IfH’ 
premise would reconnect study abroad to the core goals and promote global 
understanding in a world which Reilly and Senders (2009) consider to be  
“in dire shape − war is too common, environmental destruction too widespread, 
economic and political injustice too endemic – and [that] requires action, not 
slogans. So what can or should study abroad do? And how might study abroad 
be responsive to the global crisis?” (p. 241, emphasis added).    
In Australia, Lilley, Barker and Harris (2015) explore “the university responsibility for 
translating the ‘idea’ of the ethical thinking global citizen into practice.” (p.957).  In 
summarising the findings of other studies (Green, 2012 and Rhoads and  
Szelenyi, 2011) Lilley, Barker and Harris (2015) state that “the public purpose of education 
and the aims for educating global citizens have been sidelined by the instrumental and 
commercial foci of internationalisation” (p.959).  This thesis contends that this statement 
adds strength to the call for universities (in Australia and beyond) to adopt the non-
commercial ‘IfH’ study abroad model to enable a greater percentage of the student 
population to become global citizens. Study abroad programs, although not a panacea for the 
major global problems identified by Reilly and Senders (2009), do have significant potential 
to develop informed and educated citizens who can start dialogues which will open 
relationships between nations,  create an understanding of cultural differences and promote 
intercultural connections between peoples. Accordingly, this thesis declares that a call for 
universities to establish ‘IfH’ as a study abroad model will create what Reilly and Senders 
(2009) describe as the “Critical Study Abroad [approach which] requires that we reevaluate 
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our knowledge production and our teaching, and more specifically, that we reconstitute the 
field in which study abroad operates (p. 242, emphasis added).  A glance at the current 
world news headlines at the time of writing this chapter (April, 2018) indicates that there is 
an urgent need for an active methodology which promotes the understanding that study 
abroad should be considered a highly valued component of internationalisation because of 
its critical role in enacting a “Critical Study Abroad” approach (Reilly & Senders, 2009, 
p.242).  This thesis contends that universities’ adoption of ‘IfH’ as a pedagogical practice 
will assist in achieving this outcome.  To emphasise this point, it has been acknowledged 
that  
“the concept of student exchange goes far back in human history. Scholars, 
students, and institutions of higher education then and now realize the 
importance of forging links for learning, developing personally, global 
understanding, and peacemaking. Currently, people have also realized how 
interdependent nations have become and therefore how crucial it is to 
encourage and foster the internationalization of higher education through 
student exchange programs” (Sowa, 2002, pp. 69-70, emphasis added). 
 
As discussed in Chapter 2, Section 2.2 and this chapter, the export value of 
study abroad programs in terms of the potential delivery of a range of benefits (either 
political, economic, academic or cultural/social) to the wider community by students 
who have studied abroad is acknowledged in a list of prominent leaders in their field 
who studied abroad, presented by a United States’ senator (Durbin, 2006).  Because 
the world is increasingly multicultural, it is critical that the political, economic, 
academic and cultural/social - environments
210
 which constitute study abroad 
programming are acknowledged at all levels to allow for the possibility of the 
“peacemaking” idea contained within a ‘Critical Study Abroad’ approach to become 
sustainable.  This thesis posits that this can be achieved by applying the ‘IfH’ study 
abroad model at universities worldwide.   
Current and ongoing world events indicate that there is a critical need for 
students to develop an understanding of the multicultural world.   Without 
participating in study abroad programs, students are placed in the unenviable 
position of being located in a global world, but unconnected to it in any meaningful 
                                               
210  This order has been maintained consistently throughout the project to place emphasis on the word  
 ‘peace’ 
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sense because they may retain an egocentric viewpoint at all levels (political, 
economic, academic, and cultural/social) without an opportunity to acquire 
intercultural learning first-hand from within the host country.  In which case, 
students may remain ignorant of other cultures and this positionality in a world 
which is multicultural may result in an inability for members of society from 
different cultural backgrounds to communicate and collaborate.  That the latter can 
cause cultural disavowal at all levels − political, economic, academic, and 
cultural/social – is evident from reading the world news headlines, let alone the 
entirety of the corresponding articles.  The tumultuous state of the world shows that 
there is an ongoing need for less bipartisanship between political, financial, 
academic, cultural/social groups (i.e. colleagues, families, friends and community 
members).  This thesis posits that introducing an ‘IfH’ study abroad model has the 
potential to make a valuable active contribution which governments and universities 
currently typically refer to on a rhetorical basis.  Such passive declarations imply that 
the primary purpose of such rhetoric is politico-economic in nature, with little to no 
thought given to the academic and cultural/social outcomes study abroad students 
may gain and share with the wider community post-placement. 
This chapter uncovers the extent to which each of the rationales for 
internationalisation proposed by de Wit (1995) and Knight and de Wit (1997, 1999) 
impacts on study abroad because, contrary to the literature, the project’s key finding 
is that a separate relationship exists between internationalisation and study abroad in 
practice.  Consequently processes to either develop or implement support for study 
abroad programming have evolved in different ways (if at all) at each case-site 
university with the outcome (i.e. the application of either a centralised or de-
centralised or ad hoc approach to study abroad) dependent on the leaders’ views.  
This statement highlights that study abroad programs are not consistently regarded 
as an important academic component at each university and this positionality results 
in study abroad programs being offered as an optional add-on for students who select 
degrees which incorporate a study abroad placement, or select to study a degree 
subject which allows time within the degree structure to participate in a study abroad 
program (as discussed in Chapter 4, Section 4.1). 
  
183 
 
5.6 Answering the Research Questions 
The data presented in this project reflects the critical nature of the research 
questions outlined in Chapter 1. These questions aligned with the application of 
Experiential Learning Theory (ELT) (also discussed in Chapter 1) in order to provide 
a framework for understanding the place of study abroad from within universities 
which operate in a learning environment featuring contexts which range from the 
personal to the global.  To reiterate, the research questions asked participants: 
(1) How is the provision of study abroad experienced by study abroad 
professionals?    
(2) What internal factors have influenced the formation of these experiences? 
The participants’ responses illustrated that there is no uniformity in the provision of 
study abroad programs because of a variance in the approach of senior administrative 
and academic staff at the case-site universities.  Consequently, the data has shown 
that each participant worked in an environment which was affected by institutional 
constraints, more often than not with little opportunity to voice professional concerns 
to alter that restrictive work environment.  The data indicated that there is scant 
opportunity for the formation of a collaborative network of study abroad advocates at 
each university because of a disparate focus of senior administrative and academic 
staff (under the directive of the university leader).  Thus, the data presented in this 
thesis suggests that the concept of ‘Comprehensive Internationalization’ proposed by 
Hudzik (2011) is not a widespread, nor workable solution to increasing study abroad 
participation.  This position places the continuance of the provision of study abroad 
programs (for example, on the basis of an agreement between two international 
universities as discussed throughout this project) in some jeopardy.  Arguably this 
threat is heightened because of the growth in the provision of third-party provider 
programs and the increase in custom-made programs that several universities are 
designing in-house. That this “Inside-Out” approach represents the antithesis of the 
goal of this project illustrates that the research questions enabled the mapping of 
study abroad programs; which, in broad terms, has presented a need for universities 
to consider applying an alternative (and workable) study abroad model, such as 
‘IfH’.  
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5.7  Concluding Remarks  
Each chapter in this project demonstrates that, although access to study abroad 
participation has been associated with cost (Chieffo, 2000), the data shows that the 
students’ socio-economic background is not consistently the factor which precludes 
students from studying abroad.   
The practitioner-based approach applied in this project was critical in enabling 
study abroad professionals to discuss experiences – some successes, but largely 
challenges – in gaining and maintaining support for study abroad within case-site 
universities because each operates in increasingly globalised educational ‘markets’.  
While this politico-economic environment can drive universities to be competitive, 
the data presented in this thesis demonstrates that, through increased communication 
with international partners, universities may be able to work towards finding and 
applying solutions to address at least some of obstacles to study abroad participation 
identified herein, by introducing the ‘IfH’ study abroad model as a pedagogical 
practice.  For example, the project provided insights on methods some participants or 
case-site universities have devised to overcome obstacles which may be adopted or 
adapted by other universities.  One possible outcome is the development or 
enhancement of partnership agreements which meet the needs of all stakeholders.  
Without the knowledge generated by this project and presented in this thesis, study 
abroad may continue to be a choice for a minority of students at universities where 
the leaders’ focus is directed towards recruiting inbound “diploma mobility” students 
and/or addressing the learning needs of this group.   
This project is in agreement with the statement (Daly & Barker, 2010) that  
“increasing student participation in overseas exchanges needs to be based on integration 
 of governmental, institutional and student-centred factors” (p.340).  However, the  
literature and data presented in this thesis outline that government and institutional  
factors impact on students’ decisions or abilities to study abroad, which other studies tend  
to overlook by focusing on students’ intent to study abroad (Salisbury, Umbach, Paulsen 
and Pascarella, 2009; Stroud, 2010).  This thesis has illustrated that while students may 
intend to study abroad, the data provided by study abroad professionals has identified the 
myriad factors which act as inhibitors.  This position highlights that the insights provided  
by this group of international educators is critical in identifying institutional challenges and 
introducing practitioner-based solutions from the “Inside-Out” to increase the percentage of 
study abroad students beyond the three national case-sites.     
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Appendix I: Auto-Ethnographic map 
(Summary of Experiences 1-4) 
 
Key: Red – personal, Purple – academic, Blue – professional 
 
British citizen 
Moved to Australia (February, 1997) 
Employed full-time as a university student administrator 
Began BA as a part-time international student (2000) 
Became a dual British/Australian citizen (2002) 
Hold dual British-Australian citizenship 
      
Travelled to the United States as an Australian citizen 
on a J1 student exchange visa (August, 2004) 
Studied abroad for one semester 
Employed part-time as a Study Abroad Assistant 
 
Returned to Australia (December, 2004) 
Employed full-time as a university student administrator  
Completed BA Degree as a part-time student (2006) 
Commenced part-time Honours Degree (2007)        
 
Returned to the United States on an  
Australian E3 professional visa (July, 2007) 
Employed full-time as a Study Abroad Professional 
Completed Honours degree as a part-time remote student 
Commenced online Doctor of Education degree as a part-time student at 
University of Southern Queensland (2012) 
 
Returned to England (April, 2016) 
Employed part-time as an administrator  
(at a study abroad study centre for American students) 
Completed doctoral thesis (September, 2018) 
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Appendix IV: Reminder to complete Open Doors Survey 
 
 
February 18, 2016 
 
Dear [Name of Institution], 
This is a reminder that the deadline to submit Fall 2014 through Summer 2015 data 
to the annual Open Doors Study Abroad Survey is Thursday, March 10, 2016.  
Your participation is crucial to reporting the most accurate and comprehensive data 
at the national level.  This data collection effort is an integral part of a joint initiative by 
the U.S. Department of State and the Institute of International Education (IIE), with the 
support of numerous partner organizations, to collect quality data on student participation 
in study abroad.   
Please assist us by completing the survey so that we can ensure that your study 
abroad students from the Fall 2014 through Summer 2015 are included, even if you can 
only provide partial data.  We strongly believe that no student should be left uncounted, 
so please complete the survey no matter how few students from your institution 
participated in study abroad.   
The deadline for completing the Study Abroad Survey is Thursday, March 10, 
2016.  All respondents will receive a complimentary copy of the Open Doors 
2016 publication in February 2017. 
 
Survey Instructions: 
 
1. Go to www.iie.org/surveyforms 
2. Review the updated Instructions and collect your data on the Printable Worksheet for 
students studying abroad from the Fall 2014 through the Summer 2015.  We have also posted our 
webinar (scroll to bottom of the page) which answers questions about the survey.   
3. Click on Access Study Abroad Survey to enter the online survey 
4. Complete the survey by Thursday, March 10, 2016 
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